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ABSTRACT
The Role of Emotional Intelligence on Occupational Stress and Longevity as Perceived
by Special Education Teachers Who Teach Students in Special Day Classes With
Moderate to Severe Disabilities
by Chukwuka Peter Bandele
Purpose: The purpose of this qualitative phenomenological study was to describe the
perceived occupational stressors experienced by moderate to severe teachers of special
day class (SDC) in Riverside and San Bernardino counties and how these stressors affect
teacher longevity. An additional purpose of this study was to discover the perceptions of
moderate to severe teachers of SDC setting on the importance of (EI) characteristics-selfawareness, self-management, social awareness and relationship management on their
management of occupational stressors and longevity in the teaching profession.
Methodology: The study used a qualitative phenomenological research design to explore
the occupational stressors of special education teachers in an SDC setting and their
perceptions on the importance of EI characteristics as a stress management tool. An
interview instrument was used to gather data from a study sample of 12 moderate to
severe teachers in Riverside and San Bernardino counties. Data were collected using
interviews, observations, and artifacts. NVivo software was used to analyze data for
emerging themes and patterns.
Findings: A comprehensive analysis of the data yielded 37 themes with 764 frequencies
aligned with the 4 domains of EI—self-awareness, self-management, social awareness,
and relationship management as it relates to occupational stress management and
longevity variables. Major findings revealed occupational stressors that will affect

vi

teacher longevity and the importance of EI characteristics for each domain in managing
occupational stressors and keys to sustaining longevity.
Conclusions: Emotional intelligence as a stress management concept is a vital tool for
moderate to severe teachers in managing their occupational stressors and maintaining
longevity. Relationship management domain of EI and support from administrators with
prior special education experience proved to be extremely important in an SDC setting.
Recommendations: This research study can be replicated in various forms such as using
the same counties for mild to moderate teachers or general education teachers. Lastly,
current study can be extended to different regions in California or the U.S. and compare
findings.
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CHAPTER I: INTRODUCTION
Special Education is the act of teaching special needs students with learning
disabilities (Ed.gov, 2013). Child-find describes the legal mandate by IDEA 2004 on
public school districts to locate, identify and evaluate students with potential disability
that requires special education services (Martin, 2012). This mandate has propelled a
population increase in special education nationwide. Boe (2006) reported that “during the
10-year period from 1993/1994 to 2002/2003, the number of students aged 6-21 years
with disabilities increased by twenty-six percent, while the number of their teachers
increased by only twenty percent” (p. 143). Matthew Brault of the U.S. Census Bureau
(2011) cited that school-aged children (aged 5-17) reported to have disability were 2.8
million (5.2 percent) out of the 53.9 million in 2010 (Nakama, 2015). The rise in the
number of students with disabilities have created strain on special education teachers
(Pufpaff, McIntosh, Thomas, Elam, & Irwin, 2015). In California, it was estimated to be
690,000 or there about 10 percent of total enrollment of students with disabilities, which
exceeded the 612,000-total enrollment of student with disabilities from the prior decade
(Nakama, 2015). Recent estimates from the United States Bureau of Labor Statistics
(2008) projected that between 2006 and 2016 there would be a need for an additional
71,000 special education teachers.
While there are many circumstances to factor in measuring the success of special
education children, Allen (2005) asserted that teacher effectiveness is the most important
quality. In 2008, 50 percent of the middle and high school teachers indicated huge
variance in the learning disabilities of their students and that they were unable to teach
them effectively (Blanton, Pugach, Florian, 2011). A highly qualified teacher needs a
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bachelor’s degree, full state certification or licensure and must demonstrate knowledge of
the subject assigned to teach (ED.gov, 2004). However, this has not been the trend in
most cases. The Office of Special Education Programs, Data Analysis System reported
that twelve percent of special educators assigned to children aged 3-5 were not highly
qualified and eleven percent assigned to children aged 6-21 were not highly qualified.
The use of noncertificated special educators was documented in 47 U.S. states (Emery &
Vandenberg, 2010). Brown and Wynn (2009) declared that recruiting and retaining
highly qualified teacher is essential to increased student achievement. Licensure has
prioritized issues such as teacher quantity with little focus on teacher quality (Brownell et
al., 2010) and minimal effort devoted to teachers and paraeducators honing the skills
necessary to work in special day classrooms (Nakama, 2015). John Merrow (1999)
argues, “We are misdiagnosing the problem as ‘recruitment’ when it is really ‘retention.’
Simply put, we train teachers poorly and then treat them badly and so they leave in
droves” (p. 64).
Health and Safety Executive Research agency concluded that teaching is one of
the most stressful occupations, with forty-one percent of teachers citing occupational
stress at the highest level (Smith, Brice, Collins, Matthews, & McNamara, 2000). Special
Education teachers are highly susceptible to burnout (Brunsting, Sreckovic, & Lane,
2014). There are myriad of factors associated to teacher burnout, specifically: lack of
administrative support (Skaalvik & Skaalvik, 2007), paperwork (Billingsley, 2004),
student behavioral challenges (Hastings & Brown, 2002), role overload (i.e., the pressure
to perform on limited time and resources; Adera & Bullock, 2010) and expectationreality discrepancy, which happens when the teaching experiences in the classroom
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overwhelms pre-service expectation of teaching (Zabel, Boomer, & King, 1984).
“Teacher burnout is considered a societal problem for not only teachers, but for students,
their families and school systems as a whole. All entities are negatively affected when
teachers leave the profession” (Reed, 2016, p. 40).
Background
History of Special Education
People with disabilities experienced segregation, stereotypes, unwarranted
hardships, exploitation, excommunication, and in some instances were executed for
thousands of years prior to the turn of the eighteenth century (Crissey, 1975; Heller,
Winzer, 1998). People with disabilities were considered inhumane and subsequently
referred to institutions and hospitals away from the public eye (Carey, 2009; Winzer,
1998). Prior to entering the nineteenth century, new perspectives for people with
disabilities evolved due to advancement in medicine and science. Opportunities for
economic growth facilitated the legislature to protect people with disabilities and to
establish training and teaching institutions for people with disabilities (Spaulding & Pratt,
2015). Behan (2016) notes that the first special education preparation program emerged
in residential facilities pioneered by French physician, Itard and clinicians such as
Seguin, Gallaudet. The work of Dorothea Dix (1802-1887) was very influential in
bringing awareness on the negative treatment of people with disabilities in the United
States (Carey, 2009). Dix was appalled by the housing of people with disabilities and
criminals in abominable conditions (Viney & Zorich, 1982). In 1843, Dix began visiting
jails and almshouses across Massachusetts and pleaded to State legislatures to protect the
rights to education for people with disabilities (Gollaher, 1993). In 1848, Dr. Samuel
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Howe convinced the Massachusetts’ legislature to allocate public funds, which led to the
first state school in the United States to educate the mental retardation population
(Schwartz, 1956). His efforts contributed to deinstitutionalizing people with mental
disability and progressive movement. In 1864, Edward Miner Gallaudet springboard
Gallaudet University, the ﬁrst college to serve deaf students. In 1876, Edouard Seguin
was appointed the ﬁrst president of the organization later known as the American
Association on Mental Retardation.
In 1905, Alfred Binet initiated plans to develop measurement instrument to
identify students with intellectual disabilities and the American version of the BinetSimon scale was created in 1961 and has been used worldwide in diagnosing intellectual
disabilities (McConnell, 2007). The Civil Rights Act (1964) indirectly empowered the
equality movement for people with disability even though funding for the Civil Rights
Acts did not directly go to educating people with disabilities.
In the 1972 case of Pennsylvania Association of Retarded Children (PARC), the
U.S. District court ruled in favor of desegregation of people with disabilities from public
schools. The U.S. District court ruling led to the passage of the Education for all
Handicapped Children Act (EAHCA, Public Law 94-142) in 1975 (Spaulding & Pratt,
2015).
Current Mandates in Special Education
IDEA. The Education of All Handicapped Children Act (later renamed the
Individuals with Disabilities Education Act) passed in 1975, was the first legal document
to publicly acknowledge the rights of students with disabilities to a free and appropriate
public education. The judicial decisions and federal actions that led to the original
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passage of the Education of All Handicapped Children Act is the key to understanding
special education case laws. IDEA principles mandate fundamental rights, due process
and protection of students with disabilities under the Fourteenth Amendment of the U.S.
Constitution (Bush, 2010).
FAPE. The enactment of the EAHCA, Public Law 94-142 in 1975 mandates Free
and Appropriate Public Education (FAPE). “This cornerstone of IDEA guarantees that
special education and related services are provided at no cost to parents” (Behan, 2016, p.
6).
LRE. Student placement often determines whether students with disability will
succeed. Least Restrictive Environment (LRE) refers to each school’s obligation to
ensure that “to the maximum extent appropriate, children with disabilities are educated
with children who are nondisabled; and that removal from the regular educational
environment occurs only if the nature of severity of the disabilities is such that education
in regular classes with the use of supplementary aids and services cannot be achieved
satisfactorily” (Behan, 2016, p. 6).
LRE refers to placements of students with disabilities in the general education
setting. According to Conderman (2011), IDEA 2004 mandated the needs for an inclusive
setting and exposure to the general education curriculum for special needs students.
Under this model, the general education teacher and the special education teacher coteach, share the responsibility for instruction (Shepherd, 2010) and deliver lessons as
specified by the student’s Individualized Education Plan (IEP) (Behan, 2016). On the
contrary, research showed that co-teaching is designed to solve the problem of inclusion
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and not because it is the most successful method of instructional delivery for all students
in general education setting (Weiss, 2004).
Not all students with disabilities have been found to thrive in an inclusive setting
due to nature of their disabilities. McLesky and Henry (1999) note that while students
with severe disabilities are gradually gaining access to general education curriculum, the
majority of fulltime accessibility continues to be students with mild disabilities. Students
who are designated moderate to severe are often placed in a self-contained or special day
class (SDC) and receive services that cannot be met by the general education program,
Resource Specialist Program (RSP) or Designated Instructional Services (DIS) program
(Understanding Special Education, 2014). IDEA 2004 describes SDC population:
“autism, deaf-blindness, deafness, developmental delay, emotional disturbance, hearing
impairment, intellectual disability (replacing the term mental retardation), orthopedic
impairment, other health impairment, specific learning disability, speech or language
impairment, traumatic brain injury, visual impairment” (Behan, 2016, p. 5).
ESSA. In 2015, Congress enacted Every Student Succeed Act (ESSA) which
provides federal guidelines on standards-based reform for students with disabilities. The
ESSA was a replacement for No Child Left Behind (NCLB) with a primary focus on
giving autonomy to the state and school districts while maintaining the core principles of
standards-based reform centered on assessment, accountability and school improvement
planning to promote student achievement. The National Council on Disabilities (2018)
affirms that ESSA implementation best supports the needs of students with disabilities by
recommending that Department of Education officials, peer reviewers, and states
guarantee state plans as follows:
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Maintaining inclusion of all students with disabilities in accountability systems



Supporting state-designed general and alternate assessment systems that
accurately measure the performance of students with disabilities through
accommodations and embedding principles of universal design for learning
(UDL)



Effectively supporting students with the most significant cognitive disabilities to
increase access to the general education curriculum



Promoting the use of evidence-based practices to provide intervention and support
to schools and districts identified for improvement



Creating plans to reduce the use of harsh discipline practices, especially seclusion
and restraint



Including meaningful stakeholder engagement in all aspects of ESSA planning
and implementation (p. 9-10).

Special Education Teacher Shortage in U.S.
Otto and Arnold (2005) defined attrition as teacher turnover exchanging positions
or departing the professions for various reasons or factors. In the early 1980’s,
researchers strongly predicted increased attrition in elementary and secondary teachers
(National Commission on Excellence in Education, 1983). Hoffman, Palladino and
Barnett (2007) state that critical teacher shortage has existed for more than twenty years.
Watlington, Shockley, Guglielmino and Felsher (2010) reveal “nearly 50% of new
teachers leaving the profession after five years” (p. 23). In a national study, McFarland,
Hussar, de Brey et al. (2017) reported 310,000 (10%) teachers out of 3.1 million public
school teachers in 2011-2012 had fewer than 2 years of teaching experience. However,
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Fong, Makkonen and Jaquet (2017) note “Across the state, 25 percent of California’s
2013/14 teachers are projected to retire over 2014/15–2023/24” (p. 5). Neill, Bland,
Church, Clayburn and Shimeall (2011) find, “As with any business, it is costly,
inefficient, and counter-productive to be constantly going through a cycle of hiring,
training, and either dismissing or losing teachers” (p. 62). The financial cost of replacing
public school teachers who vacate the profession is $2.2 billion per year nationwide, and
when the cost of replacing teachers who transfer schools is factored, that number
escalates to approximately $4.9 billion per year (Watlington et al., 2010). Csellak (2003)
proposes higher teacher wages or salaries as a means to retain teachers, entice individuals
to choose teaching and attract non-teachers to crossover. On the contrary, combat pay has
been used as a bait to attract teachers for hard to staff schools with high rate of attrition,
but this method has failed to provide steady supply of well-qualified teachers as intended
(Adamson & Darling-Hammond, 2012). Special education teacher turnovers continue,
lingering around 10% nationally since passage of Handicapped Children Act (EHA), or
Public Law 94-142 of 1975 (Brownell, Sindelar, Kiely & Danielson, 2010). The special
educator attrition phenomenon has particularly caused chronic teacher shortages that
affect the American school system (Hoffman et al., 2007).
Occupational Stress
Occupational stress is a complex, vigorous process in which various types of
stressors and adaptable variables are connatural (Karasek & Theorell, 1990; Siegrist,
1996). Karasek (1979) asserted that stress is an immeasurable internalized arousal and
one can only measure stressors or demands within the job environment through timelines
and workload. In order to better understand the relationship between work characteristics
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and employee well-being, several models of stress related to occupational stress were
developed (DeVito, 2009).
Job demand-control model of occupational stress. The Job Demand-Control
Model of Occupational Stress explains that the proposition that exists between job
demand and job control clarifies strain outcomes (Karasek, 1979; Karasek & Theorell,
1990). Hoffman, Palladino and Barnett (2007) gave a detailed account of a novice
teacher’s failed attempt to initiate a middle school program for her students with
cognitive impairments in a self-contained classroom. As she recollects, “No matter what I
did, I felt like I was out of control. It was as if I didn’t have the control I wanted” (p. 1718). Furthermore, Emery and Vandenberg (2010) report that special education teachers
face the obstacle of increasingly high caseloads of students with varying range of
disabilities and related classroom management difficulties.
The effort-rewards imbalance model of occupational stress. Marmot, Siegrist,
Theorell and Feeney (1999) examined both situational and personal characteristics of the
work environment and determined that work-related benefits correlate with the reciprocal
relationship between the efforts and rewards derived from work. For example, Iwanicki
(2001) asserts that due to negative public image of education, teachers experience
diminished self-esteem from decreased productivity when the financial support for
education has decreased. Organizational distress stems from teachers’ perceptions that
insufficient resources have been provided to meet standard performance or when
curriculum or instructional directives conflict with their desire for student learning.
DeVito (2009) claims that the high effort and low reward dynamics of the teaching
profession can cause stress leading to disease and ill-health.
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Job-demands resources model of occupational stress. Bakker, Demerouti,
DeBoer, and Schaufeli (2003) concluded that the acceptance of workplace stress is the
result of the interaction between individuals and their milieu. McCarthy, Lambert,
O’Donnell, and Melendres (2009) state, “In other words, teachers may be more
susceptible to burnout symptoms if they perceive an imbalance between demands they
face in their jobs and the resources they have for coping with these demands” (p. 283).
When assessing the presence of occupational stress, Gersten, Keating, Yovanoff, and
Harniss (2001) ask the fundamental questions: “Does the job, with all that it entails, make
sense? Is it feasible? Is it one that well trained, interested, special education professionals
can manage in order to accomplish their major objective – enhancing students’ academic,
social, and vocational experience?” (p. 551). If these questions are not addressed
properly, occupational stress is more likely to dominate the fabric of the organization.
Teacher Stress and Burnout
Stress. In the 18th century, stress was described as an individual's force, pressure,
strain, or strong effort (Hinkle, 1977). The concept that stress may affect individuals,
where forces are observed to exert pressure on an individual, producing strain were very
much evident in physics and engineering (Hinkle, 1977). In his biological psychology
research, Cannon (1932) elucidate the “fight or flight” of Sympathetic Nervous System
(SNS) response to threats. Many special education teachers have exercised flight as is
evident in the high attrition rate. Selye (1976) popularized the stress theory by delineating
the three stages in stress response: alarm, resistance and exhaustion. Kyriacou (2001)
reports these primary factors as teachers’ stressors: a) teaching students who lack
motivation; b) enforcing discipline in the classroom; c) meeting general time pressures
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and workload demands; d) exposure to a large amount of change; e) other evaluation; f)
having difficult or challenging relationships with colleagues, administration, or
management; and g) exposure to poor working condition.
Burnout. Burnout is defined as a physical, emotional and mental state observed
in constant face-to-face professional interaction between people, resulting in physical
fatigue, long-term exhaustion, desperateness and hopelessness, negative self-concept,
feeling of inadequacy and negative attitude towards others (Maslach & Jackson, 1981).
Moreover, Maslach (1978) proposed three dimensions of burnout: emotional exhaustion,
depersonalization, and lack of personal accomplishment. Lee, Patterson and Vega (2011)
identify “Teacher burnout rates are a serious concern in special education because they
contribute to shortage of special education teachers” (p. 63). Moreover, burnout among
teachers is more prevalent than any occupational group (Schaufeli, 1998). Teachers strive
to meet their goals but fail due to stressors from organizational demands and the result is
burnout (Blasé, 1982).
Emotional Intelligence as Stress Management Concept
The Oxford English Dictionary defines emotion as “any agitation or disturbance
of mind, feeling, passion; any vehement or excited mental state” (Goleman, 1995, p.
289). Salovey and Mayer saw emotional intelligence as a way individual processes
information about emotion and emotional response (Cherniss & Goleman, 2001). The
connection between emotional intelligence and stress lies on the precept that negative
emotions and stress are the outcome of some dysfunctional relationship between
characteristics of the self and the environment (Slaski & Cartwright, 2002). The stress
management component of emotional intelligence provides the framework to withstand
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stress without caving in, falling apart, losing control, or going under (Bar-On 1997).
Previous research studies correlate emotional intelligence to emotional well-being
(Schutte, et al., 2002).
Theoretical framework of emotional intelligence. Emotional intelligence was
first coined by Salovey and Mayer (1990) and was later popularized by Daniel Goleman
(1995). Bar-On (1997) phrased the term "emotional quotient" (EQ). Emotional
intelligence people have the ability to adaptively discern, understand, regulate, and
interpret emotions in oneself and others (Salovey & Mayer, 1990; Schutte, Malouff, Hall,
Haggerty, Cooper, Golden, & Dornheim, 1998). Emotional intelligence includes four
competencies: (1) Self-awareness is the ability to consciously perceive one’s emotions,
remain aware and manage one’s response to specific situations and people; (2) Selfmanagement is the ability to use flexibility and positively direct one’s behavior in
response to those emotions and control emotional reactions in all situations and with all
people; (3) Social awareness is the ability to accurately recognize the emotions of other
people and fully understand the effects of those emotions even though the emotion is
contrary to the perceiver; (4) Relationship management is the ability to understand one’s
own emotions and those of others to successfully manage interactions, provide clear
communication and effectively deal with conflict (Bradberry & Greaves, 2003).
Research gap. Researchers linked special education teacher attrition to burnout;
however, researchers have not investigated the role emotional intelligence can play in
reducing special education teacher stress and burnout (Chang, 2009). Batista (2018)
points out emotional intelligence research in many fields but very limited number of
studies in education. Jennings and Greenburg (2009) found special educator’s emotional
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status interfered with their ability to manage classrooms, provide effective learning
environment and the overall teacher-student relationships. Lastly, Batista (2018)
recommends further research in the area of emotional intelligence among special
education teachers in relation to workplace, home life, work life problems and that school
districts should invest in better understanding teachers’ emotions and implement training
on perceived emotions. Emotional intelligence training is attributed to more productivity
and effectiveness at work (Thory, 2012).
Research Problem
Special education has triggered many questions, opinions, and controversies since
the 1975 passage of Public Law 94-142, The Education of All Handicapped Children’s
Act (Behan, 2016). Special education has the greatest margin of teacher shortages
nationally (McLeskey, Tyler, & Saunders-Flippin, 2004). Meanwhile, “The number of
students identified as having an eligibility to receive special education services had
increased 47% between 1977 and 1995, as compared to a 2% increase in the general
education population” (Davis & Palladino, 2011, p.4). Studies reveal that a shortage of
special education teachers currently exists, has been a problem for at least two decades,
and is not expected to improve in the foreseeable future (McLeskey et al., 2004). For
decades, school districts and researchers have reported an incessantly high attrition rate
of new special education teachers (Boe & Cook, 2006). Mandlawitz (2003) predicted that
new special education teachers are more likely to leave the teaching profession within
their first three years of service. As a result, these teachers never become “experts” as
they vacate the teaching profession before they develop a solid foundation on evidencebased teaching practices (McLesky & Billingsley, 2008).
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Nakama (2015) stated that the biggest problem is attracting people to the job.
Karge and McCabe (2014) report that California alternative certified teachers requires 24
months for completion of all credential requirements in university settings or 36 months
in district-based programs. Extensive licensing requirements can be a deterrent for nonteachers to merge into the teaching profession. The California Commission on Teacher
Credentialing grants 4,500 to 5,000 special education credentials annually, and issues
additional 2,500 interim documents or emergency permits for temporary assignment in
special education. Another 2,000 or so are non-designated in a special education setting
and still fall short on teacher demand and supply (Nakama, 2015). The California
Department of Education (2006) reported that in 2004-2005, 14% of all special education
teachers were not fully certified and 49% of the first-year special educators were
unqualified to teach. Research literature has not typically highlighted deficiency in
special education teacher qualifications as it tends to be overlooked as part of the
controversial ratings of teacher quality (Blanton, Sindelar, Correa, Hardman, McDowell,
& Kuhel, 2002).
The problem of teacher shortages is a difficult challenge for district administrators
and human resource departments as they face a difficult challenge of balancing this
asymmetrical special education supply and demand equation (National Commission on
Teaching and America’s Future, 2007; Shakrani, 2008). Guin (2004) identifies that
districts additionally face the loss of organizational productivity, a diluted quality of
service and most significantly, economic costs as the major implications of teacher
turnovers. Further, as special educator teacher attrition increases, students may
underperform due to large class sizes and/or caseloads imposed by districts in attempt to
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resolve the teacher shortage problem (Hoffman, Palladino & Barnett, 2007). Students of
disinterested or emotional exhausted teachers are constantly disruptive, exhibit social and
emotional difficulties, and are frequently unable to attain their Individualized Education
Plan (IEP) goals—all of which impact academic development (Jennings & Greenberg,
2009; Ruble & McGrew, 2013).
Researchers linked teacher attrition to burnout (Chang, 2009). Many teachers in
the United States continuously report feelings of frustration, fatigue, irritation, and anger
(Gold, 2001). Stress and dissatisfaction strongly correlate with teacher burnout (Martin,
Sass, & Schmitt, 2011). Walia and Tulsi (2014) mention that in the past couple of years,
at an increasing level, teachers are feeling elevated levels of stress and burnout. Morvant
and Gersten (1995) discovered that almost 80% of the special educators who left teaching
profession in their study expressed “a great deal of stress on a weekly or daily basis,
compared to just over 50% of the stayers” (p. 68). Teachers who remain in teaching
profession despite their burned-out status face the consequences of less idealism, reduced
motivation for work and emotional detachment (Hughes, 2001). Teachers indicated that it
was difficult meeting the day -to-day job demands, lack of structure within the school
setting by administrators, lack of funds or resources for professional development
opportunity and time constraints on their desire to expand their current knowledge base
(Hursen, 2014). Occupational stress has a detrimental effect on both the individual and
the organization. For the individual, health is severely threatened in the areas of quality of
life, goal achievement, self-esteem, and personal development, while for the
organization, the danger is attributed to poor communication, increased absenteeism and
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turnover, reduced quantity and quality of work, reduced job satisfaction and morale,
increased problems of recruitment and conflict (Michie, 2002).
“There are limited studies which explore the relationship between emotional
intelligence and job stress” (DeVito, 2009, p.17). Factors associated with job longevity
are not understood in special education, rather researchers have focused primarily on
variables of the working conditions of special education teachers that results in job
satisfaction and a higher commitment to the field of special education (Gersten, Keating,
Yovanoff & Harniss, 2001). Potential barriers to the professional development of special
education teachers are a lack of support, lack of shared visions, and limited time for
collaboration (DeMonte, 2013; Sun, Penuel, Frank, Gallagher & Youngs, 2013). To
improve the quality of special education teacher preparatory program, policy makers,
stakeholders and educators must rectify the chronic teacher shortages in special education
(Behan, 2016).
A special day class (SDC) is a more restrictive alternative to the general education
program for students with moderate to severe disabilities. Students are generally in SDC
setting for approximately 50% to 100% of the school day and are served by teachers with
specialized training along with at least a fulltime instructional aide depending on
classroom size which are significantly less than the general education (Parrott, 2010).
“Some of the disruptive behaviors demonstrated by the students are: impulsive calling
out, incessant talking, getting out of seat without permission, petty arguments amongst
students, and violent verbal and/or physical altercations between students” (Jones, 2002,
p. 6). Special day class teachers also experience challenging and difficult student
behaviors such as lack of attention span, academic weakness, and violent tendencies,
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which contributes to higher stress levels, burnout, and compassion fatigue for teachers
(Brunsting, Sreckovic, & Lane, 2014; Tiesman, Hendricks, Konda, & Hartley, 2014).
Research has identified workload manageability, particularly paperwork, as the greatest
frustration for teachers in special day classes (Billingsley, 2004, Embich, 2001,
Wisniewski & Gargiulo, 1997).
High stress levels among special educators results in varieties of adverse
organizational phenomena such as job dissatisfaction, burnout, and decision to leave the
teaching profession or transferring to mainstream schools (Lazurus, 2006). There is a lack
of information on understanding the stress experienced by SDC teachers and what
influences them to continue teaching. Further, it is unknown if Emotional Intelligence is
linked to SDC teachers persisting in the profession. Retaining special education SDC
teachers will remain an ongoing challenge for school districts without a deeper
understanding of the challenges experienced in the classroom.
Purpose Statement
The purpose of this qualitative phenomenological study was to describe the
perceived occupational stressors experienced by moderate to severe special education
teachers of special day class (SDC) in Riverside and San Bernardino counties and how
these stressors affect teacher longevity. An additional purpose of this study was to
discover moderate to severe special education teachers of SDC perceptions on the
importance of the emotional intelligence characteristics of self-awareness, selfmanagement, social-awareness and relationship management of their management of
occupational stress and longevity in the teaching profession.
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Research Question
What are the lived experiences of moderate to severe special education teachers of
SDC in Riverside and San Bernardino counties in understanding and managing
occupational stressors and remaining in the teaching profession?
Research Sub-Questions
RQ1: What are the perceived occupational stressors experienced by special education
teachers who teach students in special day classes with moderate to severe
disabilities?
RQ2: What perceived occupational stressors affect decisions of special education
teachers who teach students in special day classes with moderate to severe
disabilities to leave the special education teaching profession?
RQ3: What do special education teachers who teach students in special day classes with
moderate to severe disabilities perceive as important in the four domains of
Emotional Intelligence (self-awareness, self-management, social awareness and
relationship management) for managing their occupational stress?
RQ4: What do special education teachers who teach students in special day classes with
moderate to severe disabilities perceive as important in the four domains of
Emotional Intelligence (self-awareness, self-management, social awareness and
relationship management) for longevity in the teaching profession?
Significance
In June 2015, the U.S. Department of Education directed all states to implement
strategies that enable students have equal access to “excellent educators” who can guide
students in the path to graduation, college and career readiness (Fong, Makkonen, &
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Jacket, 2017). This expectation adds to the many responsibilities facing special education
teachers, who are already often feeling overwhelmed. The attrition and burnout of special
education teachers is an ongoing, perplexing dilemma for public education (Fore, Martin,
& Bender, 2002; Wisniewski & Gargiulo, 1997). Within the professional field, teachers
disclosed a higher burnout rates in comparison to other occupations (Fisher, 2011). Davis
and Palladino (2011) reported that burnout is the most influential reason in special
education teacher attrition. Teacher attrition and retention is an urgent matter within
many schools. Retention of qualified teachers is paramount with regard to the impact on
student learning (Parrott, 2010). The hiring and training of new special educators to
replace teachers who leave the teaching profession constrains school districts’ resources
and significantly derail the learning potential among students with disabilities (Hoffman,
Palladino & Barnett, 2007). The Alliance for Excellence in Education (2005) reported “a
conservative national estimate of the cost of replacing public school teachers who have
dropped out of the profession is $2.2 billion a year” (p. 2).
Recent research studies have shown a greater interest on the role of cognition and
emotion in the workplace (Askanasy et al., 2000). Based on the high rate of teacher
attrition, research on teachers’ emotions are becoming extremely valuable because
negative emotions and experiences can reduce motivation (Pekrun et al., 2002),
negatively impact instruction and quality of education (Helsing, 2007; Schutz &
Zembylas, 2009). Joshith (2012) state, “Teachers are the most important piece of
education system. They have to use social and emotional abilities as the result of their
duty and social statute” (p.55). Hargreaves (1998) emphasizes that emotions lie at the
heart of teaching and that teachers frequently feel emotional overload leading to burnout.

19

Begum and Suhail (2015) studied the relationship between positive teaching attitude and
emotional intelligence. They discovered that the ability to deal with emotional problems
is essential to teachers since their job is to mold young minds (Batista, 2018).
Emotional intelligence training programs have been developed to alleviate
occupational stress (Hansen, Gardner, & Stough, 2007) and have been successful in other
fields. Moreover, research on application of emotional intelligence skills yielded better
physical health and longevity (De Vito, 2009). Goleman states that emotional intelligence
is twice as important compare to technical skills and certainly more valuable than IQ for
job success at all levels and that “being smart” alone is inadequate to ensure success and
positive mental health (DeVito, 2009). This research will add to this body of knowledge
to this field. Specifically, it explores how special educators of moderate to severe
disabilities in an SDC setting view the effect of emotional intelligence on their stress
management and how it impacts their decision to remain in the teaching profession. Their
lived experiences and perspectives on the effectiveness of the four domains of emotional
intelligence (self-awareness, self-management, social awareness and relationship
management) will help detect stressors and provide useful coping strategies on how
successfully adapt in an adverse and demanding working environment.
Moreover, early burnout detection could help school administrators to retain
teachers and nurture their development as well as foster effective classroom
environments (Batista, 2018). School districts are obligated to implement ongoing
professional development to their staff (DeMonte, 2013). Emotional intelligence is
provocative to Human Resource Development (HRD) specialists because it provides a
framework of skills previously untapped or immeasurable in organizational life. Thus,
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promoting evidence-based behaviors considered to assist people to be successful and
effective at work (Thory, 2012). Individuals with high emotional intelligence skills are
more inclined to have an adequate social support network (Cohen & Syme, 1985;
Vandervoort, 1999). Batista (2018) encourages school districts to adopt lessons on
emotional intelligence within their schools; to provide school districts useful insights on
teacher burnout; to assist with development of tools as well as remedy for dealing with
teacher burnout. Research has provided preliminary evidence that emotional intelligence
capacity and skills can be achieved through specific EI training program when facilitated
properly (Gardner, 2005; Poole & Saklofske, 2009), which can be incorporated at SDC
settings to enhance teachers’ emotional intelligence and manage occupational stressors
that lead to burnout and attrition.
Definitions
Defining key terms provides clarity and reduces ambiguity or misinterpretation of
key terms. Creswell (2012) and McMillan & Schumacher (2010) state a necessity to
define theoretical and operational terms given that each study has varying meaning based
on scholar’s interest. For purposes of this study, the following words and phrases are
defined:
Attrition. Teachers who leave the teaching profession (Atkins, 2012).
Burnouts. An individual’s response to the chronic emotional strain of dealing
extensively with other human beings, especially when they are troubled or having
problems (Maslach, 1982).
Disabilities. Thirteen categories of disabilities as outlined by federal law for those
with special needs (U.S. Department of Education, 2015).
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Emotional intelligence. The ability to understand one’s emotions, manage them
and understand and effectively manage the emotions of others (Bradberry & Greaves,
2009; Goleman, 2006; Mayer & Salovey, 1997).
Employment Longevity. The length of time a special education teacher works in
the same school entity. For the purposes of this study, two years of employment in the
same school district was used to define employment longevity.
Highly qualified teacher. To be highly qualified a teacher must possess a
bachelor’s degree, fully credentialed or licensed by the state, and they must prove that
they know the subjects they are teaching (ED.gov, 2004).
Individual Education Plan (IEP). An Individual Education Plan written for
every student with special needs that outlines their program and services (Wright, 2010).
Individual with Disabilities Education Act (IDEA). Individuals with
Disabilities Education Act (IDEA), formerly known as the Education for All
Handicapped Children Act, mandates the provision of a free and appropriate publicschool education for eligible students ages 3–21 (U.S. Department of Education, 2015).
Job satisfaction. A positive emotional state resulting from an appraisal of one’s
job (Locke, 1976).
Moderate to Severe Disabilities. Students with severe disabilities with autism,
intellectual disabilities, multiple disabilities, and low-incidence disabilities (Hallahan,
Kaufman & Pullen, 2012).
Occupational stress. Characteristic of the job environment or condition which
poses a threat to the individual (Cooper, 1986).
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Relationship management. One of the four domains in the emotional
intelligence framework, defined as an individual’s ability to use his or her awareness of
his or her emotions and those of other people to successfully manage interactions
(Bradberry & Greaves, 2009).
Retention. Keeping teachers currently employed in the profession (Nance &
Calabese, 2009; Stallone, 2011)
Self-awareness. One of the four domains in the emotional intelligence
framework, defined as the ability of an individual to objectively perceive one’s own
emotions in the moment and understand one’s tendencies across situations (Bradberry &
Greaves, 2009).
Self-management. One of the four domains in the emotional intelligence
framework, defined as an individual’s ability to use his or her emotions to actively
choose his or her actions (Bradberry & Greaves, 2009).
Social awareness. One of the four domains in the emotional intelligence
framework, defined as an individual’s ability to accurately identify other people’s
emotions and understand what is going on with them along with perceiving their thinking
and feeling even it is contrary to the individual’s feeling (Bradberry & Greaves, 2009).
Special day class or self-contained class. There is no legal definition of what
constitutes a special day class; however, it is considered the most restrictive educational
classroom placement serving students with severe disabilities who require a highly
structured and intensive curriculum.
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Special education. Students with special needs entitled to services such as special
day class, speech therapy, occupational or physical therapy as outlined in federal law
(Wright, 2010).
Stress. Stress is generally associated with a complex variety of events stemming
from interpersonal experiences within organizations, and may reflect a state of
disequilibrium between the demands of the environment and the person's capability of
responding appropriately to those demands (Selye, 1956).
Stress management. The ability to deal with stress without caving in, falling
apart or losing control or going under (Bar-On, 1997).
Delimitations
This study is delimited to current preliminary or fully credentialed moderate to
severe special education teachers who teach special day class in Riverside County and
San Bernardino County. The special education teacher must meet the criteria of clear
credential holder or currently holds a preliminary credential and enrolled in a Tier 1
teacher induction program to obtain a clear credential.
Organization of the Study
Chapter I of this research paper entails introduction to the research background,
brief overview of the literature review and scope of the study. Chapter II details a
comprehensive literature review framework of seminal authors as it relates to the research
topic. Chapter III outlines the process of the research study which entails the population,
research design, sampling and overall methodology. Chapter IV reviews the research
findings and discoveries. Chapter V describes and summarizes the findings of the study
as well as implications and suggestion for further research.
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CHAPTER II: LITERARTURE REVIEW
This chapter reviews the literature on the emergence of special education and laws
that mandates its current practice. With the recent growth and diversity in special
education population, school leaders and special education teachers struggle to meet the
needs of students with disabilities. The complexity of the workload and job demand have
generated enormous occupational stress, burnouts and high rate of teacher attrition within
the profession. This chapter delves into the research of emotional intelligence as a
component of stress management and how this concept can help special education teacher
reduce occupational stressors and increase longevity. The four domains of emotional
intelligence framework that are used in this study are self-awareness, self-management,
social awareness, and relationship management. Finally, the chapter focuses on evolution
of special day classes, teacher’s responsibilities and the gap of emotional intelligence as a
stress management concept in education.
History of Special Education
Emergence of Special Education
The first public pronouncement of the term ‘special education’ occurred during a
presentation by Alexander Graham Bell at a National Education Association meeting in
1884 (Winzer, 1998). Special education is defined as “classes for children who have
special needs because of physical or learning problems” (“Special Education,” n.d., para.
1). While the emergence of special education is quite different from the historical
movement of people with disabilities, the ﬁeld of special education paralleled the
treatment of individuals with disabilities based on societal stigmas, cultural and
philosophical viewpoints of disability (Winzer, 1993). Literature revealed that prior to the
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1700s, people with disabilities were treated with disdain, ridicule, isolation, mostly
neglected or subjected to inhumane treatment, and in some instances sentenced to death
(Winzer, 1993, 1998). The sixteenth and seventeenth centuries experienced a major
philosophical shift about human dignity, which led to change in societal perceptions and
tolerance for people with disabilities (Winzer, 1998). The shift in philosophical changes
gave credence to the promotion of special education by its advocates as they began to
experiment and pioneer individually designed models on how to educate people with
disabilities (Winzer, 1993).
Think of possibilities rather than limitations. It is easy to say, “That can’t be
done,” and be constrained by what you have already observed. Creative solutions
emerge from asking, “how could we do this?” (Behan, 2016, p. 9).
Advocacy Groups
The evolution and progression of special education is inevitable without the
sacrifices and efforts of advocacy groups who inspired the emergence and helped
promote educational rights for the people with disabilities. With the rise of specialized
schools and classes and legislative reform in Europe, Yell, Rodgers and Rodgers (1998)
indicated that these factors led families and professionals to create advocacy groups that
called for greater inclusion of people with disabilities and increased educational
opportunities. In 1922, the professional group known as the Council for Exceptional
Children was established. Over a decade later, the Cuyahoga County Ohio Council for
the Retarded Child was formed by groups of families in 1933 to advocate for children
with disabilities (Salend & Garrick Duhaney, 2011). In 1946, Ambassador and Mrs.
Joseph P. Kennedy (parents of U.S. President John F. Kennedy) discovered the Joseph P.
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Kennedy Jr. Foundation to commemorate the loss of their eldest son in World War II and
acknowledgement of the mental diagnosis of one of their eldest daughters. This
establishment shined light on the American people and influenced the social advocacy
agenda for people with disabilities (Ashbaker, 2011).
President John F. Kennedy furthered the work of his parents when he became the
U.S. President in 1961. He successfully rallied the President’s Panel on Mental
Retardation in 1966 and members were all mandated to review and report on mental
retardation. The panel reported on the following discoveries: (1) the nature of care
offered to people with intellectual disability varied widely among state institutions and
(2) institutions were overcrowded with limited financial resources and chronic staff
shortages. Based on these findings, President Kennedy passed the Mental Retardation
Facilities Construction Act. This Public Law mandated the federal government to (1)
make federal funds available for mental health institutions and (2) make provision of
grants to assist in the construction of public or nonproﬁt clinical facilities with the intent
of working with individuals with mental retardation (Public Law 88-164, MR Facilities
Act 1963). This led to a positive system initiative of local and state services with the
following goals:
(a) Make institutions safe
(b) Train professionals across disciplines
(c) Use expertise found in universities
(d) Build interdisciplinary services
(e) Support research in mental retardation (now called intellectual disabilities)
(Ashbaker, 2011, p. 24).
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Today, the Council for Exceptional Children continues to advocate for equality of
people with disability. There’s no doubt that the persistent effort of advocacy groups, the
passage of special education-related laws, and the movement toward inclusion also
served as a framework for an increased global awareness and commitment to disability
rights, and the education of students with disabilities and inclusive education (Bui,
Fletcher, & Keller, 2010).
Legislative Reforms
The Rehabilitation Act (RA) was a step forward for the disability rights
movement as Congress expressed means to end discrimination on the basis of disability.
In 1918, Congress pursued interest to provide rehabilitation services for World War I
military veterans. This signified the ﬁrst federal civil rights law to protect the rights of the
disabled. At the time, studies revealed poor living conditions faced by Americans with
disabilities and were considered severely marginalized group within U.S. societies.
Congress proclaimed that citizens with disabilities have the potential to live
independently and pursue careers of interest. Eventually, federal employment programs,
such as the Workforce Investment Act of 1998, mandated provisions for training people
with disabilities (Rehabilitation Act, 1973). In amending the RA, Congress imposed the
federal government to take a leadership position in creating opportunities for individuals
with disabilities to receive adequate training, obtain employment, live independently, and
establish alliance with state governments to develop programs that fulﬁlled those needs.
Section 504 Educators often refer to the Section 504th section of the
Rehabilitation Act today. This section deﬁnes an individual with a disability. It
reads:
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[No] otherwise qualiﬁed individual with a disability in the United States shall,
solely by reason of his or her disability, be excluded from the participation in, be
denied the beneﬁts of, or be subjected to discrimination under any program or
activity receiving Federal ﬁnancial assistance. [29 U.S.C.A. y 794(a)]
Under federal law, prospective employers could not discriminate against qualiﬁed
applicants based on their disability. This law provided the outline for the future
Americans with Disabilities Act. Section 504 deﬁned an individual with a disability:
[One] who (i) has a physical or mental impairment which substantially limits one
or more of such person’s major life activities, (ii) has a record of such an
impairment, or (iii) is regarded as having such an impairment [29 U.S.C.A. y
706(7)(B)] (Ashbaker, 2011).
Court cases. Legislative reforms further advanced the civil right movement of
people with disability in the United States of America. There were major court case
rulings that altered the educational process of people with disability.
Brown v. Topeka Board of Education. The doctrine of “separate but equal”
catapulted the 1954 Supreme Court decision, Brown vs. Topeka Board of Education. The
court reversed the decision by declaring that the “separate but equal” doctrine prohibited
access to appropriate public education. The Brown case was a class action lawsuit,
represented by five different states who argued that segregated schools infringed the
protections of the fourteenth amendment for an entire ethnic group of American citizens
based solely upon their race. Chief Justice Warren announced the unanimous decision:
Segregation of white and colored children in public schools has a detrimental
effect upon the colored children. The impact is greater when it has the sanction of
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the law, for the policy of separating the races is usually interpreted as denoting the
inferiority of the Negro group...Any language in contrary to this finding is
rejected. We conclude that in the field of public education the doctrine of
“separate but equal” has no place. Separate educational facilities are inherently
unequal. (La Morte, 1999, p. 275)
The 1954 Supreme Court civil right case was the landmark that promoted the growth,
purpose and legal precedents for the field of special education (Blanchett, Brantlinger, &
Shealey, 2005).
Public Law 94-142. In 1972, the Pennsylvania Association for Retarded Children
(PARC) filed a lawsuit on behalf of children with retardation against the state of
Pennsylvania. The case is commonly known as the Pennsylvania Association for
Retarded Children v. Commonwealth of Pennsylvania. The Association challenged the
state law that bereft public school education to certain children who were labeled unable
to benefit from public school attendance. Proponents for PARC stated it was illogical to
assume that children with intellectual disability were ineducable and untrainable. After
court proceedings, the court ruled that children were entitled to the right to receive free
public education; that the children’s parents should be notiﬁed prior any changes in their
child’s educational program, and that due process of law must be followed to ensure that
parents were fully and fairly informed (Pennsylvania Association for Retarded Children
v. Commonwealth, 1972). In 1975, the U.S. Congress passed the Education for All
Handicapped Children Act (EAHCA) bill, often known as Public Law 94-142 (Harkins,
2012). EAHCA is considered the most influential piece of federal education legislation
enacted in American educational history. This revolutionary legislative act opened
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opportunity for approximately one million students with disability into the educational
system (Alexander & Alexander, 2005).
Mills v. Board of Education 348 F. Supp. 866 in 1972. This case was initiated
when a 12-year-old Black student named Peter Mills was denied promotion to fourth
grade due to alleged “behavior problem” and was subsequently expelled from the school.
The school district cited lack of funds for special education program, especially for
students such as Peter Mills. The court determined that lack of funds is an invalid excuse
for not educating students with disability. The district was ordered to readmit Peter and
provide educational services for students of this nature. The PARC and Mills cases were
very instrumental in legislative reforms pertaining to special education (Ashbaker, 2011).
Sacramento City Unified School District v. Holland (1992; 1994). Most recently,
the rate of student placements in a more restrictive environment based on racial and/or
ethical difference have been quite controversial (Coutinho & Oswald, 2004). Research
showed ongoing challenges in determining the most appropriate setting for students with
disabilities (DeMitchell & Kerns, 1997). Four court cases such as Daniel R. R. v. State
Board of Education (1989), Greer v. Rome City School District (1990,1991,1992), Oberti
v. the Board of Education of the Borough of Clementon School District (1992,1993), and
Sacramento City Unified School District Board of Education v. Rachel Holland
(1992,1994) were instrumental in shaping decision making pertaining to inclusion
(Dixon, 2001).
The Sacramento City Unified School District, Board of Education v. Rachel
Holland case was trialed on behalf of the Ninth Circuit. At eleven years old, Rachel’s IQ
level was 44. Based upon Rachel’s intellectual capacity, the school district placed her at a
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more restrictive setting. However, Rachel’s parents objected and requested more time in a
regular classroom. Instead, the district offered a special education placement that featured
regular class access to non-academic subjects. This prompted Rachel’s parents to enroll
their daughter in a private school regular classroom setting while exercising their due
process (Gruenhagen & Ross, 1995).
The court ruling considered a four-factor balancing test revised from the Daniel
RR test and the Greer addition of cost as a factor. Rachel’s four factors were (1) the
educational benefits of placing Rachel in a regular class; (2) the nonacademic benefits of
interacting with peers who were not disabled; (3) Rachel’s effect on the teacher and
children in the regular class; and (4) the costs required to mainstream Rachel (DeMitchell
& Kerns, 1997). Judge Levi described the conundrum in Rachel Holland’s case as
‘conflicting educational philosophies.’ However, Jude Levi ruled in favor of Rachel
Holland based on expert witnesses and evidence derived from the four factors (Lipton,
1994). “The Holland analysis of educational benefit, non-educational benefit, effect on
the teacher and other students, and cost is a fair and defensible test to use when we are
deciding where best to educate a student” (DeMitchell & Kerns, 1997, p. 165). Moreover,
a chronological outline (1760-2004) showed the developments of significant laws
supporting people with disabilities {Attachment A}.
Current Mandates in Special Education
Individual with Disability Education Act (IDEA)
The EAHCA was reauthorized and amended in 1978, 1983, and 1986 which
expanded services to include children with disabilities ages 3 through 5 (Part C).
Additional reauthorization occurred in 1990, reamended in 1991 and again reauthorized
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in 1997. The act was renamed as the Individuals with Disabilities Education Act (IDEA).
Renaming EAHCA to IDEA prioritized people first before their disability. IDEA made
funding provision available for education and pertinent services to children with
disabilities, age 3-12. The funds were reserved for free appropriate public education
(FAPE) (Ashbaker, 2011). The major purposes of the IDEA are: (1) to ensure that all
children with disabilities have available to them a "free appropriate public education" that
it includes special education and related services designed to meet their unique needs; (2)
to ensure that the rights of children and youth with disabilities and their parents are
protected; (3) to assist states and localities in providing for the education of all children
and youth with disabilities; and (4) to assess and ensure the effectiveness of efforts to
educate children with disabilities. (§300.1). In addition, the regulations for IDEA define
"children with disabilities" as including children (a) who have been evaluated in
accordance with IDEA's evaluation requirements (§300.530 - §300.534); (b) who have
been determined, through this evaluation, to have one or more of the disabilities listed
below; and (c) who, because of their disability, need special education and related
services. The disabilities listed by IDEA are: mental retardation; hearing impairments,
including deafness; speech or language impairments; visual impairments, including
blindness; serious emotional disturbance; orthopedic impairments; autism; traumatic
brain injury; other health impairments; specific learning disabilities; deaf-blindness; or
multiple disabilities (300.7) (Kupper, 1993, p. 2-3). IDEA disabilities were defined for
clarity {Attachment B}.
In 1990, IDEA (Public Law 101-476) focused its attention to expand services to
children with disabilities ages 18 through 21. It subsequently added transition services,
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assistive technology, and related services such as rehabilitation counseling and social
work services (Ashbaker, 2011). The National Longitudinal Transition Study (Wagner,
Newman, D’Amico, Jay, Butler-Nalin, Marder & Cox, 1991) conducted an extensive
research study to determine the progress of students with disabilities postsecondary
school or high school completion, personal independence, enrollment in postsecondary
education, work experiences, and social activities away from home. Data gathered from
Balackorby and Wagner (1996) indicated that only 53.3% completed high school, 33%
lived independently, 45.7% were unemployed 2 years after high school, 14% were
attending postsecondary school 2 years after high school completion and 26.7% were
attending postsecondary school between 3 and 5 years after high school completion.
The restructuring of 1997 IDEA (P.L. 105-17) included several major provisions:
(a) encouragement of parent participation and collaborative decision making; (b) access
to regular education curricula for students with disabilities; (c) preparation of students
who reach 14 years old for transition services based on the student’s course of study; (d)
include students with disability in state-wide achievement testing; and (e) establish new
disciplinary guidelines. The disciplinary guidelines imposed the need for “manifestation
determination” by the IEP team to determine the impact of student’s disability in relation
to the misconduct when considering a change of placement, suspension, or expulsion for
more than 10 days (Heward, 2000). In 2004, IDEA was again reauthorized in alignment
with No Child Left Behind act (NCLB). The act also granted school personnel more
decision-making power to determine special education placements (Baker & Gulley,
2004).
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Free Appropriate Public Education (FAPE)
Prior to the passage of Public Law 94-142, the education needs of millions of
children with disabilities were denied (especially those with mental retardation and
mental illnesses, who were excluded from schools). Public Law 94-142 enabled children
with disabilities access to a free appropriate public education, secured parental rights and
that of their children, provided ﬁnancial assistance to states, and evaluated the
effectiveness of states’ actions under the law. Students were ensured special education
and related services according to the law. However, several guidelines must be adhered to
for a child to get a free appropriate public education (FAPE). The following are the basic
guidelines: (a) child ﬁnd and zero reject, (b) nondiscriminatory identiﬁcation and
assessment, (c) individualized education program (IEP), (d) least restrictive environment
(LRE), (e) procedural safeguards, (f) parental participation, and (g) transition services
(Ashbaker, 2011).
Vergason and Anderegg (1989) questioned whether students with disability can
function adequately in regular education setting 100% of the time in some cases. In a
disturbing finding, Rothstein and Johnson (2010) highlight that 3 million students with
disabilities received inappropriate education during this time. Based on Ashbaker (2011)
report, Child Find and Zero Reject were the first implementation of IDEA to hold school
districts accountable. Under the law, school districts were to locate, identify and evaluate
unserved and underserved children with disabilities. Moreover, teachers were also
required to monitor disability tendencies or signs and ensure that students have access to
free appropriate public education. Zero reject stipulated that a school district cannot deny
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a child with a disability (regardless of the severity of the disability) from receiving a free
appropriate public education.
Least Restrictive Environment (LRE)
PL 94-142 provides opportunity for least restrictive environment (LRE). The LRE
permits children who are handicapped to be placed and educated with normal children if
it is at all possible. LRE implementation requires provisions within many states for
preassessment, prereferral, teacher assessment teams or student support teams (Hayek,
1987). Handler (2003) reported that 80% of states realized placement increase for
students aged 6-11 and at 65% of states observed participation increase for students aged
12-17 with Emotionally Disturbed (ED), Learning Disability (LD) or Mental Retardation
(MR) since the LRE implementation. States realized fewer increase in LRE placements
for students with Specific Language Impairment (SLI) in both age groups served.
Handler (2003) indicated that at least 70% of the states observed a decrease between 21%
and 60% in LRE for students with LD in both age groups and for students with ED in the
12-17 age category, but less than 50% of states for students with SLI. Furthermore, 70%
of states reported 21% and 60% increase in LRE participation for students with MR in
both age groups. Meanwhile, decreased placement trends in LRE participation were
noticed to be more than 60%, at least 50% of the states for students with ED, LD, MR, or
SLI ages 6-11 and at least 60% of the states for students with ED, LD, or MR, ages 1217. Findings showed students with ED, MR, or LD experienced greater rate of placement
after the 1990 reauthorization of the IDEA and the implementation of Goals 2000, than
occurred in the biennium following the REI. Students diagnosed as LD accessed greater
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placement in more inclusive environments shortly after the REI initiative (Handler,
2003).
Individualized Education Program (IEP)
An IEP is a written statement of the educational program that is designed to meet
a child's unique needs. Among the purposes of the IEP are: (1) to establish learning goals
for the child; and (2) to state the services that the school district will provide. The law
requires that every child receiving special education services have an 1EP (300.342). The
IEP must include statements about:
a) the child's current levels of educational performance. This may include
information concerning his or her: academic achievement, social adaptation,
prevocational and vocational skills, sensory and motor skills, self-help skills, and
speech and language skills;
b) the specific special education and related services to be provided and the extent to
which the child will be able to participate in regular educational;
c) annual goals, including short-term instructional objectives (individual steps which
make up the annual goals);
d) when services are expected to begin and how long they are expected to last;
e) how the school district will determine (at least on an annual basis) whether the
short-term instructional objectives are being achieved. (§300.346) (Kupper, 1993,
p. 6).
According to Smith (1990), the IEP document guides individualized instructions
as mandated by the law. The IEP determines the nature of instructional design and
method of delivery and it essentially reveals the extent of student learning and what the
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teacher is teaching. Kupper, (1993) informs that the IEP is developed by select members
who communicates the child’s educational needs regularly, schedule meetings to review
available assessment information prior to designing educational goals for the child. The
educational goals are communicated during the ‘IEP meeting’ which must be held within
30 calendar days upon completion of assessment and determination that the child has
specified physical or mental impairment and needs special education and related services
[(§300.343(c)]. Moreover, an IEP meeting must be held annually to review the child’s
progress, adaptation and to determine future goals.
Though, Smith (1990) points out cases of ineptitude associated with the structure
of "specially designed instruction" and that IEPs selected for quality review were
determined to be substandard at best. A comprehensive review of the literature from 1975
to 1989 presented disturbing practices associated with the development and
implementation of IEPs. Schenck and Levy (1979) were the first analyst of IEP in terms
of synthesis of psychoeducational assessment and planned educational programming.
Upon reviewing 300 IEPs to determine if the present performance level statements
matched the annual goals and short-term benchmarks, Schenck and Levy discovered that
64% of the IEPs they reviewed did not report current levels of performance and were
skeptical about the goals and benchmarks development. Schenck and Levy (1979)
finalized, "There are serious needs that must be addressed by the field of special
education" (p. iii). Subsequently, Schenck (1980) and Pyecha et al. (1980), conducted a
nationwide survey of an estimated 2,500 IEPs. They reported discrepancies in IEPs as it
relates to diagnostic assessment and services provided. These findings showed systematic
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issues of professional credibility (Ysseldyke, Algozzine, Richey, & Graden, 1982) which
propelled the need for more accountability.
No Child Left Behind (NCLB)
The states were mandated to include students with disability in state assessment
system via alternative assessments as a requirement of the 1997 reauthorization of the
Individuals with Disabilities Education Act {IDEA} (Quenemoen, 2008). The five
foundational principles of NCLB are: (a) Highly qualified teachers, (b) Evidence-based
instruction, (c) Safe schools, (d) Parent choice and participation, and (e) Accountability
(Hodge & Krumm, 2009). After four years, No Child Left Behind (NCLB) stipulated the
following: (1) students with disabilities were held to similar expectations as students
without disabilities, (2) schools were to publicly announce the performance of students
with disabilities, and (3) schools were to be held accountable for the performance of
students with disabilities (National Council on Disability, 2018).
According to the National Center on Student Progress Monitoring {NCSPM}
(2008), progress monitoring required “assessing student performance and evaluating
instructional effectiveness.” These measures allowed parents and educators to tangibly
gather data on how students with disabilities were performing in reading, math, and high
school graduation when compared to their peers (National Council on Disability, 2018).
Based on alternate achievement standards, students are assessed in reading, math and
science according to state and district Adequate Yearly Progress (No Child Left Behind,
2002). Furthermore, academic and graduation outcomes of students with disabilities were
more transparent and schools and districts were compelled to use the data to provide
targeted intervention to help improve student performance (National Council on
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Disability, 2018). As a result, steady increase has been documented in college and postsecondary education for students with moderate to severe disabilities (Newman et al.,
2010).
Every Student Succeeds Act (ESSA)
On December 10, 2015, President Obama signed Every Student Succeeds Act
(ESSA) (Pub. L. No. 114-95, 114 Stat. 1177) which reauthorized the Elementary and
Secondary Education Act (ESEA) and replaced the previous reauthorization known as the
No Child Left Behind (NCLB) Act. The standard-based concept relied on the theory that
establishing a system of standards, assessment, accountability, and school improvement
would increase student achievement (Hamilton, Stecher & Yuan, 2008). Academic
content standard is concerned with what students should know and be able to do.
Assessments measures student achievement using the established state standards as a
barometer to determine if students are meeting them. Accountability systems are
inclusive to performance on those established assessments to determine academic
fidelity. Special education teachers are non-exempted from the current educational policy
that mandates teacher effectiveness (Anders, 2015). With the evaluation systems
assessing academic performance of all students (National Council on Teacher Quality,
2013), schools are mandated to ensure that students with disabilities portray adequate
progress on standards aligned with the general curriculum (Downing, 2010). Lastly,
schools are required to implement an improvement plan for students who are
underperforming in the accountability system. Table 1 details the standard used in
measuring school performance (National Council on Disability, 2018).
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Table 1.
Measuring School Performance

1.
2.
3.
4.
5.

Measuring School Performance
States must use the following indicators to measure school performance within the
state accountability system:
Academic achievement as measured by the annual statewide assessments in
English and mathematics
A measure of student growth or other academic indicator for elementary schools
For high schools, the four-year adjusted cohort graduation rate and may include an
extended-year adjusted cohort graduation rate
Progress in achieving English language proficiency for EL
At least one “indicator of school quality and student success”
Regular Education Initiative
From the early1980s, major school reforms such as the Regular Education

Initiative (REI) and Goals 2000: The Educate America Act have proposed plans to
increase educational benefits for all students, especially those with disabilities (National
Research Council, 1997; Will, 1986). The REI referendum was credited to Madeline
Will, assistant secretary for the Ofﬁce of Special Education and Rehabilitation Services
(Will, 1986). She promoted the idea that general education should assume full
responsibility for all students, including those with disabilities and other special factors
(Rotatori et al., 1994). In her article, "Educating Students with Learning Problems: A
Shared Responsibility," Will (1986) identified four core problems with the current system
of special education:
1. Educational services for special and remedial students seem hopelessly
uncoordinated in distinct categorical programs. The lack of cohesion not only
hinders the programs' effectiveness, but also sets back students who rely on these
services to fall out between the separate programs.
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2. Special and regular education operate as a dual system in which the responsibility
for educating students with learning disability is delegated to the special
programs, while the classroom teachers and building administrators’ roles are
reduced. Special programs often remove students from regular classrooms for
designated services and fail to relay their instructional planning to the regular
classroom.
3. Students in special programs who are separated from nonhandicapped peers may
be ridiculed, suffering negative effects such as lowered self-esteem to unhealthy
attitudes toward learning.
4. Stringent eligibility requirements associated with special education programs
create ambiguity between parents and school personnel, which may cause
disagreement about a student's placement in a particular program.
Will (1986) recommended several solutions to help special needs students adapt
effectively in the regular classroom. The recommendations were: (a) Relinquishing
administrative control to school principals for overseeing and coordinating categorical
services for their schools; (b) increasing instructional time; (c) creating a support system
for teachers such as building-based support teams, co-teaching, and professional
development; and (d) implementation of new methods, such as curriculum-based
assessment, cooperative learning, and personalized curricula.
Swartz et al. (1991) also identified three major components of the REI initiative:
(1) many children with learning problems are not qualified for special education, (2)
students diagnosed as handicapped are stigmatized by their placement in disintegrated
programs, and (3) special education does not accentuate prevention as a major issue.
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Furthermore, proposed solution was to device a delivery model based in the regular
classroom, early identification and intervention, curriculum-based assessment, and the
inclusion of all students with learning disabilities regardless of their eligibility for special
education. The REI model appoints responsibility to classroom teachers for educating
students with learning problems (Swartz et al., 1991).
The REI proposals have been controversial in education. Hawkins (2012) reported
that proponents of REI envisioned all students to be educated in their neighborhood
schools with their chronological aged peers regardless of the severity of their disability.
Moreover, Schwenn (1991) stated that proponents of REI also condemned the dual
system of education because it was cost inefﬁcient and ineffective, and segregated
students with disabilities. However, not everyone shared the same sentiments. Opponents
of REI took a more cautious approach and suggested conduction of evaluative research to
assure that regulating classroom education is ideal for all students (Schwenn, 1991). They
view REI to be unrealistic without appropriate measures or analysis of its implications;
careful reflection on its feasibility; reality checks within the context of general education
(Kameenui, 1989); and adequate attention directed to specific demands of certain settings
such as secondary schools (Schumaker & Deshler, 1988), and certain populations
classified as behavior-disordered (Braaten, Kauffman, Braaten, Polsgrove, & Nelson,
1988). Pugach and Johnson (1988) described the REI illusion as an impressionistic
sketch, unworthy of an architectural blueprint.
The main objection towards the REI model was the reduction in pull-out or
resource room classes in which students with disabilities were instructed in small groups
outside their assigned classroom (Salend & Garrick Duhaney, 2011). Most researchers
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were in agreement that the proposed REI initiatives must be addressed for special
education to realize its intended potential. Further proof was A TED-CEC (1986) task
force analysis of the REI published work which identified over 250 questions that must
be addressed before the initiative becomes operational. The REI initiative clearly
demonstrated both large-scale agreement that the method of educating low-achieving
children is seriously flawed and large-scale disagreement about how to improve the
educational process. Some have raised concerns regarding implication of the REI on
special education (Braaten, Kauffman, Braaten, Polsgrove, and Nelson, 1988). The first
group expressed concern that the RE1 supporters overstated behavioral of disordered
students and that these children would continue to exhibit behavioral challenges that
could not be accommodated in the regular classroom. The second group showed their
support for REI based upon available literature on the topic. They concluded that the
support for RE1 discovered in special education efficacy research and in studies
examining the Adaptive Learning Environments Model was deficient (Swartz et al.,
1991). However, Swartz (1978) reported that succession in conversion of programs and
the change of responsibility necessary for REI requires adequate training of regular
education teachers to work with students with disability and equipping special educators
with the knowledge of regular education practices and how special needs can be
accommodated in regular classroom. Students who are "difficult to teach," and "require
more intense than usual educational support" such as "children who are deaf, blind,
severely disturbed, or deeply retarded in cognitive development" (Reynolds et al., 1987)
were excluded from REI participation. Stainback and Stainback (1984) and Gartner and
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Lipsky (1989) opposed the exclusion, stating that all children, no matter the severity of
their handicaps, should be served in one unitary educational system.
Inclusion
Inclusion, as an educational practice, has emerged over the past three decades. In
the1970s, children with disabilities gained access into segregated classes within public
school classrooms through the efforts of advocacy groups, parents, educators, court
decisions and Congressional bills (Beime-Smith et al., 1994; Ravitch, 1983). There was a
gradual shift from whether to serve students with disabilities in the general education
setting and how to acclimate abled and disabled students successfully (Cameron & Cook,
2013). Inclusion operated under these foundational principles:
1. All children can learn;
2. All children have the right to be educated with their peers in age appropriate
heterogeneous classroom within their neighborhood schools;
3. It is the responsibility of the school community to meet the educational needs
irrespective of their ability levels, national origin, and family, cultural, and
linguistic backgrounds. (Hunt et al., 2003, p. 315)
From the onset, Harkins (2012) points out the resistance of general educators to serve
students with disabilities in their classrooms due to lack of training and professional
development on how to educate diverse student population with specific needs. However,
the leadership from the Office of Special Education and Rehabilitation Services (OSERS)
of the U.S. Department of Education helped bridged the gap between general and special
education and promoted the notion that all educators had a responsibility to serve
students with disabilities (Will, 1986). Full inclusion of students with disability was
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endorsed by parents and special education teachers with moderate to severe disabilities
(Lipsky & Gartner, 1997; Stainback & Stainback, 1984). The initial apprehension on
inclusion of students with moderate to severe disabilities in general education setting was
the negative stereotype on their ability to learn (Downing, 2010).
After a 5-year study of REI and inclusion, Schumm and Vaughan (1995)
concluded that the absence of professional development to address teacher attitude and
professional practices was a major barrier to serving students with disabilities in general
education setting. In their extensive meta-analysis of REI and inclusion, Kavale and
Forness (2000) also confirmed that the benefits of inclusion were mixed, but were
significantly impeded by teacher attitudes toward students with disabilities and there was
a need for professional development. Freeman and Alkin (2000) and Sailor (2002)
syntheses of the literature offered a different perspective from their counterparts. They
reported that full integration for students with intellectual disability offered acceptance
and the acquisition of social skills that would not have been met in special education
classes.
Sailor (2002) further conducted an extensive examination of the literature and
finalized that inclusive education was effective in supporting students with disabilities in
general education. Sailor perceived that the effectiveness of teaching students with
disabilities in general education was dependent upon several factors that included whole
school approaches; administrative support; and professional development for inclusive
practices such as co-teaching, class-wide peer tutoring, cooperative learning, metacognitive learning strategies, and instructional technologies. As a result, the number of
students with moderate to severe disabilities who have gained access to the general
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curriculum have increased (U.S. Department of Education, 2011). However, Wilson, Kim
and Michaels (2011) study discovered that majority of students who made successful
transition in full inclusion classrooms were mild range of intellectual functioning.
Mainstreaming
Inclusion and mainstreaming were major components of the REI initiative. With
the mainstreaming model (Dunn, 1968), students with disabilities were integrated into
general education, but mainstreaming was a failed experiment. After the passage of P.L.
94-142 law, roles of regular teachers in the mainstreaming process and their training for
assimilating handicapped children in the regular classroom became even more
controversial (Swartz, 1978). Many students categorized as mild learning handicaps were
educated alongside students without disabilities for most of the school day and have
benefitted from mainstreaming. However, many students, categorized as moderate to
severe disabilities were served in special education instructional programs, self-contained
classes, and alternative education settings or institutions (Harkins, 2012) and this
continues to be normalized in the educational system.
General Education and Special Education Partnership
To achieve great results with mainstreaming and inclusion of students with
disability in regular education, general educators and special education teachers must
coexist and understand their essential functions in a co-teaching model. According to
Jenkins (1990), numerous service-delivery models have been established over the years
to booster the capacity of general education to deal with student diversity. The models
encapsulate progressive effort to reform the general education system based on the REI
initiative.
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Service Delivery Models
Consultation models. These models are collaborative and they include
prereferral intervention programs such as Teacher Assistance Teams (Chalfant et al.,
1979), Mainstream Assistance Teams (Fuchs et al., 1989); consultation teacher programs
such as the Consulting Teacher (Egner & Lates, 1975; McKenzie, 1972) and the
Resource/Consulting Teacher (Idol-Maestas, 1981; 1983; Idol-Maestas, Lloyd, & Lilly,
1981). Shared responsibility is the emphasis in consultation models where specialists and
classroom teachers collaborate in efforts to assist students who exhibit learning or
behavior problems.
Direct-service models. These models entail the Adaptive Learning Environments
Model (Wang, 1980; 1981), the Integrated Classroom Model (Affleck, Madge, Adams, &
Lowenbraun, 1988), the Co-Teaching/Team Teaching Model (Budoff, 1988a, 1988b), the
Mount Vernon Model (Jenkins & Jenkins, 1989) and other models. Direct-service models
were designed specifically to educate special and remedial education students within the
general education classroom. Thus, the general education teacher is supported by
additional professional or paraprofessional personnel in efforts to carry out instructional
programs for special-needs students in the mainstream process. Meanwhile, the
classroom teacher in each of these models assumes the primary responsibility for the
instructional program of all students in the classroom (Jenkins, 1990). Teaching skills
derived from the concept of quality education are essentially a requirement by both
general and special education teachers (Lipsky & Gartner, 1987).
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Roles of Regular Classroom Teachers
Based on the REI literature studied, the regular classroom teachers are entrusted with
the following responsibility:
a) Teachers are required to manage student behavior as outlined within the broad
range of behaviors found in a typical diverse classroom.
b) Constructing and monitoring major instructional decisions for all the students in
their class such as lesson planning by adhering to states and local school districts’
guidelines on content, materials, and sequence of instruction.
c) Delivering instruction based on normal developmental curriculum, adjust its
content depending on children's progress on target goals and seeking help with
from specialists to implement necessary adjustments.
d) Tailoring instruction for diverse populations by creating more homogeneous
groups and providing individualized or one-to-one help as needed, or by
researching additional instructional resources to support student learning.
e) Coordinating and facilitating assistance for students who require more intense
services than those provided to their peers which may be rendered by other
classroom teachers and support staff like remedial and special educators and
school psychologists (Jenkins, 1990).
Role of Special Education Teachers
The role of the special educator must be clearly defined within the confinement of
regular education for an effective working relationship with regular educator. REI
delineated the distinction between two types of specialists: (a) specialists who support the
regular classroom teacher and (b) special teachers who function as classroom teachers for
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exceptional children in designated special classrooms. Under this umbrella, the support
specialist work collaboratively with the classroom teacher to assist students with learning
difficulties in the mainstream, while the special classroom teachers manage their own
classrooms and supervises students who does not meet the REI framework (Jenkins,
1990).
Characteristics of Students with Moderate to Severe Disabilities
According the California Commission on Teacher Credentialing (2016)
classification, Moderate/Severe Disabilities (M/S) includes autism; deaf-blindness;
moderate to severe mental retardation; multiple disabilities; serious emotional
disturbance; and authorizes service in grades K-12 and in classes organized primarily for
adults through age 22. As Hamama et al. (2013) described it, such environment that
service students with moderate to severe disabilities “are rich in student-teacher
encounters” (p. 733). The challenge of providing high-quality special education services
for students with moderate to severe disability (MSD) is a complex task for teachers in
meeting students’ unique academic needs while simultaneously addressing development
of language, social and adaptive skills (Individuals with Disabilities Education Act, 2004;
No Child Left Behind, 2001). According to Munson et al. (2008); Sullivan and Bradshaw
(2012), moderate to severe children diagnosed with autism spectrum disorder (ASD)
tends to exhibit aggressive and self-injurious behaviors that hinders learning and
compromises student safety. CDC (2014) pointed out that the social, communication and
behavioral barriers of ASD children with the possibility of co-morbidity of intellectual
disability, presents unique challenges of educating such student population (Ben Itzchak
et al., 2008) and can be very difficult for teachers to manage (Pas et al., 2016).
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Many educators struggled to meet the distinct needs of students with ASD as
evidenced by parents of children with ASD who reported dissatisfaction with the
educational system and problems with obtaining the appropriate services (Bitterman et
al., 2008) and provision of quality services for their children (Kasari et al., 1999). In
comparison to other disabilities, teachers experience difficulty educating students with
moderate to severe disabilities due to their slow learning pace and challenges in
mastering abstract skills (Westling & Fox, 2009), especially the requirement of life skills
needed for post school success (Collins, Karl, Riggs, Galloway, & Hager, 2010).
Additionally, students with moderate to severe disabilities present complicated
communication issues for teachers to manage (Kearns, Towles-Reeves, Kleinert,
Kleinert, & Thomas, 2011) including special health care and the probability of additional
disabilities (Orelove, Sobsey, & Silberman, 2004).
Evidence shows that many students with moderate to severe disabilities are
restricted to self-contained settings and schools because most teachers are unable to find
a delicate balance that proves to be successful (U.S. Department of Education, 2011).
Proponents of self-contained classroom settings envisioned a more intensive and
specialized programming of small classrooms to benefit students. Aside from teacher
self-reported surveys on instructional planning (Mueller, Singer, & Carranza, 2006;
Ruppar, Dymond, & Gaffney, 2011), Pennington and Coutade (2014) argued that direct
observation of teacher behavior within self-contained classroom settings are unfounded
and more data is needed to determine students and classroom dynamics. Downing (2010)
highlighted the possibility of increased stress levels of teacher who work with students
with moderate to severe disabilities due to their intense support needs. Researchers are
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calling for more inclusion in population diversity when exploring the relationship
between EI and burnout (Vaezi & Fallah, 2011; McCarthy, Lambert, O’Donnell &
Melendres, 2009) and teachers of moderate to severe disabilities in SDC settings are
severely impacted. However, the terminology special education teachers of moderate to
severe disabilities of SDC is used marginally in literature. Most of the research studies
generalized special education teacher of moderate to severe disabilities who work in SDC
setting as special educators (Parrott, 2010), which increases the need for specific research
on special educators of moderate to severe disabilities who work in SDC setting.
Functionality of Special Day Classes
Special day class (SDC) or self-contained class is a more restrictive alternative to
the general education program for students with severe disability. Generally, students are
assigned to SDC setting between 50% to 100% of the school day. Student to staff ratio
are significantly lower than that of the general education classroom. Special education
teacher in SDC setting has specialized training along with at least one fulltime
paraprofessional depending on the classroom size (Parrott, 2010). Teachers with
specialized training in self-contained classrooms possess a Moderate to Severe (Severely
Handicapped SH) credential which authorizes the provision of services to K-12 grade
students with moderate to severe disabilities, including adults with disabilities ranging
from intellectual disability, behavioral and emotional disorders, communication, sensory,
and/or motor impairments (California State University, Fresno, 2009). Students assigned
to special day class (SDC) generally do not meet REI framework due to the severity of
their disability. Therefore, these students are educated with their peers. According to
Defective Children (1915), advocates voiced that “in an institution, well-managed and
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well-supported, these children will be much happier and progress somewhat, while
running no risks, and doing no damage to anyone else” (p. 4 as cited in Winzer, 2009).
In retrospect, Ada Fitts, special education director in Boston, claimed that special
day classes was originally designed “for many of the mentally defective to go from
school directly to the institution, and thus safeguard the public from inefﬁciency,
unemployment, pauperism, vagrancy, degeneracy, and all the other social consequences
of feeble-mindedness,” (Fitts, 1916, p. 3 as cited in Winzer, 2009). Between 1910 to
1930, enrollment in special classes of all kinds became the norm. By 1911, 100 large city
schools within a number of states have established school systems capable of funding
special schools and special classes for students with disability. Around 1913, 108 cities
operated special classes and special schools (Trent, 1994, as cited in Winzer, 2009).
Osgood (1997) reported considerable increase to 218 American cities operating special or
ungraded classes for about 52,000 children labeled “mental handicapped” by 1927 (as
cited in Winzer, 2009). While special schooling officially began in 1898 for deaf
children, Sutherland (1938) detailed sequence of events surrounding establishments of
special day classes:
a. 1905-Classes for problem boys and assistance for hospitalized children.
b. 1915- “Opportunity A” rooms were created for students that were 2 years
advanced their chronological age.
c. 1917-Blind students, academically challenged students, and those who were
challenged intellectually received attention.
d. 1920- Classes were created to accommodate crippled or physically challenged
students.
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e. 1921- Speech correction classes were established.
f. 1925- Classes were organized for students with partial sight, hard of hearing,
tubercular youth, problem girls, and at retained high school students (as cited in
Winzer, 2009).
Other major U.S. cities followed the trend. For example, in 1935, Chicago established
special classes and special schools strictly for unadjusted boys, physically handicapped
students who were crippled, deaf, blind, anemic, intellectually challenged, etc. (Stullken,
1935–36, as cited in Winzer, 2009). With the progression of special classes, Wolfe
(1925) observed that “special schools or classes would enable many defective children
that were designated to institutions to remain at home for at least part, if not the whole, of
their school life” (p. 125, as cited in Winzer, 2009).
Current Issues Facing Special Education
Disproportionality in Special Education
According to Gibb and Skiba (2008), the shift to attaining educational inequality
have been a major focus in federal legislation. The span of 1980s and 1990s led to federal
policy inquiries on potential discrimination in disproportionality (Coutinho & Oswald,
2004). In 1968, the U.S. Department of Education’s Office of Civil Rights (OCR)
commenced biennial survey of elementary and secondary schools nationally (Donovan &
Cross, 2002) and have continuously monitored the state and local educational levels
(Coutinho & Oswald, 2004).
When monitoring equity in education, special education is a targeted area (Gibb
& Skiba, 2008). The National Association for Bilingual Education (2002) defined
disproportionality as either overrepresentation or underrepresentation of a specific
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population or demographic group in proportion to the total student population when
determining special or gifted educational programs or opportunities. Hosp (2008)
reported that disproportionality have been categorized by sex, language proficiency,
number of students receiving free or reduced meal or race/ethnicity. Among the
categories identified, race and ethnicity are the most controversial and continues to be a
major civil rights violation in the United States (National Education Association, 2007).
Gibb and Skiba (2008) highlighted “disproportionality in office referrals, suspension,
expulsion, retention, advanced placement classes, gifted and talented programs, and dropout or graduation rates” (p. 6). The main contention surrounding disproportionate
representation is that students from diverse groups are unequally diagnosed and referred
for special education services (Hosp, 2008). In the past 30 years, the U.S. public school
system have reported a steady increase in overrepresentation of culturally and
linguistically diverse students in special education (Coutinho & Oswald, 2004). When
inequality or disproportion exists, Gibb and Skiba (2008) urge schools to identify
contributory factors and remedies to help obtain equity within the school system.
Risk factors. The process of initial referral and assessment requires an educator
to identify underperforming students and refer those students for intellectual or
disabilities assessment (Ajayi, 2019), but the caveat is that the identification and
delivering method is severely flawed with personal biases and poor judgement (Hosp &
Reschly, 2003). Ajayi (2019) noted that the personal biases are often conscious or
unconscious based on the examiners’ interpretation for minor behavioral problems,
variance in speech patterns or slow-paced learner as potential candidate for disabilities.
Moreover, the most determining factor stemmed from a student’s demographic
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background. For example, Black, American Indian and Hispanic children are typically
from low income or poor backgrounds. Statistically, low income numbers showed Blacks
(61%), Hispanics (59%) and American Indians (60%) for children under 18 years old
which creates ‘at risk’ factors and easily targeted for special education programs
(National Center for Children in Poverty, 2018). Students from low socioeconomic
background exhibits challenging behavioral patterns that can be misdiagnosed as a
mental disability, thus triggering referral to special education (Ajayi, 2019). Coutinho &
Oswald (2004) observed that children were often identified in special education due to
poor achievement associated with environmental disadvantaged or ethnically,
linguistically or racially different.
Measurement of disproportionality. Measurement of disproportionality in
special education relies upon the use of composition index, the risk index, and the relative
risk ratio (Gibb & Skiba, 2008). To determine if disproportionality exists, a school must
ascertain certain enrollment information and students within a specific category of
investigation:
1. The total number of students enrolled in the corporation
2. The total number of each racial/ethnic group enrolled in the corporation
3. The total number of students in the category under investigation (e.g., overall
special education enrollment)
4. The total number of students from each racial/ethnic group in the category under
investigation (Gibb & Skiba, 2008, p. 2)
Composition index. Disproportionality literature revealed that early researchers
relied on the composition index tool for determining overrepresentation and

56

underrepresentation (Chinn & Hughes, 1987). The composition index calculates variance
of specific groups of students in special education in proportion to the entire population
(Gibb & Skiba, 2008). A demographic data for a sample school district {see Table 2}
depicted visual illustration of disproportionality within the sample school district in the
area of race/ethnicity.
Table 2.
Demographic Data for Sample School District
Racial/Ethnic Group

Enrollment

Students in Special
Education

White

5,600

870

African American

3,000

910

Hispanic

1,000

150

Multi-Racial

300

60

Asian

100

10

Total:

10,000

2,000

When analyzing composition index, a difference of twenty percentage in points
may result in significant disproportionality. For example, if 50% of special education
students within the district of interest were African American, but comprised of only 30%
of all students enrolled in the district, an overrepresentation is identified (Coutinho &
Oswald, 2004). According to Donovan and Cross (2002), there is a significant difference
in disproportionality between African American children compared to White children.
African American children represent 17% of the 33% in Mental Retardation programs,
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which revealed that 2.64% of African Americans are diagnosed with mental retardation
in comparison to 1.18% of Whites.
Risk index and risk ratio. The risk index uses percentage to measure a specific
racial/ethnic group represented in special education (Gibb & Skiba, 2008). A relative risk
ratio can be determined based on the values. For example, a value of 1.0 is equal
representation, values between 0 and 1 signifies underrepresentation and values greater
than 1 shows overrepresentation (Coutinho & Oswald, 2004).
Race and ethnic disproportionality. Researchers such as Hosp (2008), Heller et
al., (1982), Chinn & Hughes (1987) have voiced their displeasure on issues concerning
disproportionality of ethnic minorities in special education. “Most of the history of
disproportionality has focused on culturally and linguistically diverse students” (Hosp,
2008, p. 2). Ajayi (2019) reported huge disparity in disproportionality for minority
students compared to their white peers and that minorities were prone to the most
restrictive educational placements, greatly reducing their chances to access general
education setting and curriculum. Remarkably, disproportionality was realized by a larger
percentage of African Americans who have low enrollment numbers in specific districts
or districts that were considered affluent (Valenzuela et al., 2006). In a comparison study,
Ajayi (2019) pointed out the obvious difference in minorities who had limited access to
full range of courses in Algebra I, Geometry, Algebra II, Calculus, Biology, Chemistry,
Physics. For example, Blacks students (57%), Latino students (67%), and English
language learner students (65%) were at a disadvantage compared to only 19% of Asian
American and 29% of White students.
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Linguistic disproportionality. Hosp (2008) disclosed that certain groups such as
Latino students have a dire need for English language instruction resulting in
overrepresentation in most services and programs. High disproportionality of English
Language Leaners (ELL) placed in programs for students with MMR have incited a
number of litigation cases. Specifically, Diana (1970) and Guadalupe (1972) cases raised
concerns about testing students who were ELL in English language IQ tests, due process
safeguards rights, and the training of evaluators and special education teachers. Court
ordered evaluators to administer testing in student’s primary language, to apply different
measuring tools and to execute additional due procedural safeguards (Coutinho &
Oswald, 2004). Furthermore, no case was more significant in challenging
disproportionate representation than that of Larry P. v. Riles (1972, 1979, 1984, 1986) in
California. The case identified discriminatory practices that created disproportionate
representation of African American students in programs for students with MMR, request
to prohibit the administration of IQ tests with African American students and to reduce
overrepresentation of African American students placed in Educable Mental Retardation
(EMR) programs (Reschly, 1988; MacMillan & Balow, 1991).
Problem with disproportionality. Patton (1998) identified disproportionality as
a deep-rooted sociopolitical issue centered on the failures of the general education
system, disproportionality in the referring, assessing and placement practices and the
perspicacity of high-incidence disability categories. Daniels (1998) claimed that the
effect of disproportionality inadvertently perpetuate inequality within the educational
system that severely handicapped the growth of culturally and linguistically diverse
students. Ajayi (2019) warned that disproportionality in special education often impact
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students and the school in negative manner. Therefore, resources are allocated
improperly, creating a disjointed and ineffective educational system. Ed. gov (2014)
concurred that disproportionality in educational system promoted poorer performance of
students with disabilities when compared to their peers which hindered these population
from meeting academic goals and accepted the stereotypical labels.
Proposed remedy for disproportionality. Effective strategies to remedy
disproportionality need to be established and implemented at the system level (Hosp,
2008) and OCR have encouraged many school districts to adopt corrective action plans to
minimize disproportionality (Coutinho & Oswald, 2004). The Individuals with
Disabilities Education Act of 1990 (P.L. 105-17) recommended Response to Intervention
(RTI) educational framework as a strategy that will effectively combat disproportionality
(Williams, Bryant-Mallory, Coleman, Gotel, & Carla Hall, 2017). RTI designed with a
multitiered approach strives to identify early warning signs and take preventive measures
in supporting students that are struggling academically or behaviorally in the general
education school setting (Hosp, 2008) by monitoring and rectifying issues associated with
disproportionality (Williams, et al., 2017).
Growth in Student Population
Kirk Bateman (1962) coined the term ‘category of learning disabilities,’ which
referred to poor performing students who did not meet the sensory, physical, or severe
cognitive disabilities, led to a major growth in special education population and
spearheaded the movement toward a noncategorical approach to structuring the delivery
of special education services (Brownell, Sindelar, Kiely, & Danielson, 2010). The U.S.
Department of Education (2005) revealed that states have reported year-to-year growth
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increase in the numbers of students receiving special education services, especially the
increased consciousness of attention deficit disorder (ADD) and attention deficit
hyperactivity disorder (ADHD). According to Davis and Palladino (2011), “The number
of students identified as having an eligibility to receive special education services
increased 47% between 1977 and 1995, as compared to a 2% increase in the general
education population” (p.4). The 19th Annual Report to Congress on the Implementation
of the Individuals with Disabilities Education saw a whopping 51.5% of student
enrollment increase, precisely 1,910,498 total students with disability between the span of
1976-77 and 1995-96 (U.S. Department of Education, 1997). Based on the study of the
Journal Pediatrics, more than 15% of school-age children, approximately 10 million
children had disability in 2006-08 which increased 2.3% from 12.8% in 1997-99 (USA
Today, 2011). CDC (2014) revealed that children diagnosed with Autism Spectrum
Disorder (ASD) have realized significant increase, doubling between 2002 and 2010 with
an estimated rate of 1 in 45 children (Zablotsky et al. 2015). The logic of supply and
demand dictates a thriving special education field based on the growth spurt of students
with disabilities, which requires more qualified practitioners. However, the teacher
attrition in special education continues to be persistent and an ongoing concern within the
education system.
Special Education Teacher Shortage in the U.S.
The origin of the word attrition derived from the Latin verb atterere, meaning to
rub and wear away (“Attrition,” n.d.). For decades, school districts and researchers have
continuously reported a high rate of attrition of new special education teachers (Boe &
Cook, 2006). Special education researchers have contributed a growing body of research
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to this knowledge base, investigating variables related to special educators’ decisions to
remain or leave the field (Brownell, Smith, McNellis & Miller, 1997; Coladarci, 1992;
Cross & Billingsley, 1994; George, George, Gersten, & Grosenick, 1995; Singh &
Billingsley, 1996) and elucidating the precise nature of special education teacher attrition
(Boe, Bobbitt, & Cook, 1997). Mandlawitz (2003) identified the first 3 years as a critical
time frame in understanding the attrition rate of special education as they were likely to
vacate the profession within the first 3 years. This claim was supported by Hughes (2012)
who stated that between 20-50% of teachers leave the teaching profession within their
first few years of teaching. Higher special education attrition rates were the most evident
when special education teachers transferred to general education (Parrott, 2010). As a
result, teacher retention research depicted a greater turnover rate for special educational
teachers than general education teachers (Robinson, 2010).
Billingsley (1993) predicted that the shortage of fully qualified special educators
could negatively impact the services for students with disabilities or trigger the increase
in class-size limits. According to California’s Legislative Analyst’s Office, the proposal
for smaller class sizes has created a void for an additional 11,300 teachers. The Learning
Policy Institute approximated that California would need to employ 60,000 teachers,
roughly about 20 percent of its current teaching force in order to reach the prerecession
ratio of 19.8 students per teacher (Barth et al, 2016). In a research study conducted by
Brownell et al. (1997a), emergency certification attributed to the attrition of special
educators. Billingsley (2005) captured the practice of replacing teachers who leave the
field with less experienced (i.e., another first-year teacher) or someone with provisional
licensure or lack full qualifications to teach students with disabilities. Between 1984 and
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1988, special education students that graduated with bachelors degrees fell to 37%
(NASDSE, 1990). Nationwide estimates of 4,000 special education positions went
unfilled, while 28,000 positions were filled by staff not fully certified during the 2000
school year (Eichinger, 2000). Moreover, teachers with less experience were prone to
leave teaching profession (Miller, Brownell, & Smith, 1999) than teachers with tenure
and years of teaching experience. Historically, special education teacher attrition has
been costly. For example, The United States Department of Education, Office of Special
Education, spends approximately $90 million annually to increase the number of special
education teachers and to replace leavers (Brownell, Hirsch, & Seo, 2004). SwensonDonegan (1990) acknowledged that the turnover rate is costly when factoring time spent
rehiring teachers and creates an unstable workforce that hinders the educational process.
Morvant and Gersten (1995) discovered that almost 80% of the turnover in their
study identified “a great deal of stress on a weekly or daily basis, compared to just over
50% of the stayers” (p. 68). As the demands of teaching increases, burnout rate increased
within the educational community (Skaalvik & Skaalvik, 2007). Batista (2018) observed
that an overwhelming number of teachers are leaving the profession due to factors that
are associated to burnout. The challenge is how to reduce teacher stress, burnout and
increase retention. Allen (2005) concluded that teacher attrition is more apparent among
novice teachers but the likelihood of a teacher leaving reduces significantly after four to
five years of classroom experience, and then increases again remarkably after 25-30 years
in the profession. A synthesis of attrition research ultimately identified that the work
environment was an important variable related to special education teacher’s job
satisfaction and desire to stay (Billingsley, 2004). Factors addressed in the research
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literature that contributed to attrition were: salary (Boe, Bobbitt, Cook, Whitener, &
Weber, 1997; Miller, Brownell, & Smith, 1999; Singer, 1992; & Billingsley, Pyecha,
Smith-Davis, Murray, & Hendricks, 1995), school climate (Billingsley, Carlson, & Klein,
2004; & Miller, Brownell, & Smith, 1999), administrative support (Billingsley & Cross,
1992; Cross & Billingsley, 1994; Fimian, 1986; George, George, Gersten, & Grosenick,
1995; Gersten, Keating, Yovanoff, & Harniss, 2001; Littrell, Billingsley, & Cross, 1994;
Miller, Brownell, & Smith, 1999; Singh & Billingsley, 1996; & Westling & Whitten,
1996), colleague support (Billingsley, Pyecha, SmithDavis, Murray, & Hendricks, 1995;
George, George, Gersten, & Grosenick, 1995; Miller, Brownell, & Smith, 1999; Singh &
Billingsley, 1998) and support through induction and mentoring (Billingsley, 2002, Gold,
1996; Westling, Herzog, Cooper-Duffy, Prohn, & Ray, 2006; Rosenberg, Griffin,
Kilgore, Carpenter, 1997; Rosenholtz, 1989; Westling, Herzog, Cooper-Duffy, Prohn, &
Ray, 2006; & Whitaker, 2000).
Factors Contributing to Teacher Attrition
Research shows that there are numerous variables that contribute to teacher
attrition. However, some are more relevant than others as major contributory factors to
teacher shortages.
Work conditions. Seminal authors such as Lori (1975) and Little (1982; 1984) in
the field of general education research suggested that teacher’s work conditions must be
properly examined in order to improve student learning. Gersten et al. (2001) noted the ill
effects of a poorly designed job of teachers, leading to withdraws and decisions to vacate
the profession or the field altogether. Work conditions also factored the invisibility such
as school climate (Futernick, 2007; Gersten et al. 2001), and special educators naturally
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inherit an emotionally charged workplace that subjugates them to burnout (Schaufeli &
Enzmann, 1998). “Examining the parameters affecting burnout among teachers found
organizational climate to be a central factor” (Huberman et al., 1993, p. 235). Moreover,
special educators have reported feelings of inadequacy towards management of diverse
students’ needs (Plash & Piotrowski, 2006).
Council for Exceptional Children (CEC) emphasized that “Poor teacher working
conditions contribute to the high rate of special educators leaving the field, teacher
burnout, and substandard quality of education for students with special needs” (CEC
Launches Initiative on Special Education Teaching Conditions, 1998). Special educators
experience frustration, anxiety and extreme power struggles from working with students
with emotional and behavioral disorders that are heightened by the environmental factors
(Throne, 2012). Unfortunately, special education teachers are bound to negative emotions
due to the complexities and uncertainties of their work conditions (Helsing, 2007). In 22
of 31 schools examined, working conditions were reported as a major contributing factor
affecting teachers’ morale, commitment, and quality of their work (Gersten et al., 2001).
Teacher’s perceptions of their work environment impacted their physical and emotional
well-being (Baran, 2012; Fernet et al. 2012; Lavian, 2012). Research literature revealed
that the work environments are relevant variables in special education teacher attrition
and retention (Billingsley, 2004).
Time management. Skillful time management is an essential component for
organizing and structuring learning processes (Codding & Smyth, 2008; Doyle,
Weinstein, 2007). Time management problems associated with challenges of multitasking and role conflict were highly rated as to why teachers felt negatively
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(Mehrenberg, 2013). Based on a study from 12 schools, 125 special educator participants
stated, “the main stress factor in teaching is students’ problematic disciplinary behavior
and teachers’ direct encounter with it, especially during activities in the classroom”
(Hamama, Ronen, Shachar, & Rosenbaum, 2013, p. 732) which strongly disrupts
instructional planning. To complicate matters, Vannest and Hagan-Burke (2010) stressed
that special education teachers use most of their time conducting noninstructional tasks.
Workloads. The growth in student population and teacher turnovers have created
demands for larger class sizes, along with limited planning time during school hours,
which have been attributed to the attrition problem (Jones et al., 2006). It is important to
distinguish caseload and workload within the scope of special education teacher duties.
According to the National Education Association (2019), special educator caseload
assignment is dependent upon the number of students with IEPs without factoring the
intensity of services the student requires or the time needed to provide specified services.
Workload simply describes the service demands of special educators. Norman County
West (n.d.) used the following descriptors to identify special educator’s workload:
a) direct and indirect minutes on the student IEPs
b) evaluations and re-evaluations that need to be competed in the school year
c) preparation time as established by agreement/contract
d) other due process requirements. (p. 1)
In addition, Tables 3 and 4 show a sample calculation of a special educator’s weekly
workload (Desirable vs. Typical). The time constraint in table ___ indicates that special
educators have limited time to meet all the demands associated with their job duties
which creates more stress and eventual burnout.
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Table 3.
Desirable Special Educator’s Workload Calculation
A: Workload

Minutes

B: Available Time

Minutes

415

Student Day (8:00-3:10) 430 x

2150

Considerations
Specially Designed
Instruction: Direct Instruction
Specially Designed

5=
125

Teacher Time

-500

Weekly Available Time

1650

Instruction: Indirect Services
Inclusionary Practices

575

IEP Management

480

Weekly Workload Time

1595

C: Difference 1650-1595 = 55 (Weekly minutes available beyond current
workload)

Table 4.
Typical Special Educator’s Workload Calculation
A: Workload

Minutes

B: Available Time

Minutes

815

Student Day (8:00-3:10) 430 x

2150

Considerations
Specially Designed
Instruction: Direct Instruction
Specially Designed

5=
150

Teacher Time

Instruction: Indirect Services
Inclusionary Practices

500

67

-500

IEP Management

480

Weekly Workload Time

1995

Weekly Available Time

1650

C: Difference 1650-1995 = -345 (Minutes beyond available needed to complete IEP
needs)

Source: National Education Association. Retrieved from
https://www.nea.org/assets/docs/19178_NBI27_Backgrounder_v2.pdf

Dickerson (2017) stressed the importance of instructional time for special
education teachers tasked with high demands and expectations of educating students with
moderate to severe disabilities. Research shows that the major frustration and barrier to
special education teaching points to workload manageability, especially paperwork
(Billingsley, 2004, Embich, 2001, Wisniewski & Gargiulo, 1997). On the contrary,
paperwork is mandated by the law, but can cause time constraint on the job (Dickerson,
2017).
In a survey study of 96 special education teachers, Mehrenberg (2013) reported
that “one-fourth of respondents felt that completing required paperwork was the most
difficult aspect of their job” (p. 81) and teachers spent approximately 5 hours weekly on
paperwork. Jones et al. (2006) warned that such demand and energy vested on paperwork
hinders teachers’’ abilities to administer high quality instruction. Meanwhile, the
workload “may thus impair teachers’ sense of well-being, emotionally, behaviorally, and
physically” (Hamama et al., 2013, p. 733). Nevertheless, many special educators lack
support from administrators and resources required to alleviate their overwhelming
workload and responsibilities (Kaff, 2004).
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Lack of support. In Bettini et al. (2015) study on special education attrition from
burnout caused by the lack of administrative support, they discovered that administrative
support factored immensely on teacher attrition rates. Dickerson (2017) claimed that
school administrators place special educators who teach students of moderate to severe
disabilities on the bottom of the priority list because they are zooned in on test scores and
athletics and students of moderate to severe disabilities cannot compete with the general
population. As a result, “Lack of administrative support is one of the most frequently
cited causes of attrition. School leaders having competing priorities and being unavailable
or inattentive to teachers’ needs” (Cancio, Albrecht & Johns, 2013, p. 72).
As presently constructed, most states do not mandate special education
coursework for administrators. Therefore, many administrators are inadequately prepared
to support special educators (Bettini et al., 2015). This has affected the longevity of
novice special educators who leave the profession due to a lack of administrative support
(Billingsley, 2003). In a comprehensive quantitative study on 228 experienced special
education teachers from South Texas, Otto and Arnold (2005) shared that special
education teachers with five or less years of experience reported “little recognition,
understanding, acceptance or support from their general education colleagues” (p. 330).
Cancio et al. (2013) disclosed that school administrators should encourage teachers to be
more supportive towards each another. Lortie (1975) wrote his perspective on teacher’s
lives: “the way most beginners are inducted into teaching leaves them doubly alone; they
confront a ‘sink-or-swim’ situation in physical isolation and get only occasional cultural
support in the process” (p. 237), however, not much has changed in present times.
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Professional isolation. Feelings of isolation are synonymous among special
educators and are more prevalent in smaller schools where population of their colleagues
are at a minimum (Dickerson, 2017). Literature frequently cited a gap in opportunities
provided for special educators to collaborate with each other (Morvant, Gersten, Gillman
et al., 1995). Moderate to severe teachers are at a disadvantage as “feelings of isolation
may start a downward emotional spiral that can encompass stress, dissatisfaction, with
the work environment, and a lack of desire to continue in the teaching profession”
(Schlichte, Yssel, & Merbler, 2005, p. 72). McLeskey and Billingsley (2008) reported a
vicious cycle of special educators leaving, relationships ending and the incoming special
educators spending valuable time and energy establishing new partnerships.
Parental demands. Aside from the physical and emotional demands placed on
special educators by their administrators, “They also need to meet the expectations of
parents and society” (Hassan et al., 2015, p. 110). Quite often, parents paint false picture
of their children’s behavior and deny that the behaviors exhibited at school does not exist
in the home setting (Cooter & Stricherz, 2014), these type of interaction between the
teacher and parents creates a fractured relationship that is very difficult to mend.
Meanwhile, special education teachers are compelled to give their personal cell phone
numbers to parents for constant communication and update on their children (Dickerson,
2017). While parents are the best advocates for their children, they often create an
adversary relationship with teachers who are trusted to care for their children and provide
educational services (Cooter & Stricherz, 2014).
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Special Education Teacher Credentialing & Qualifications
Research associated with teacher qualifications include certification (Boe,
Bobbitt, Cook, Whitener, & Weber, 1997; & Miller, Brownell, & Smith, 1999), academic
ability (Singer, 1992; Frank & Keith, 1984), degrees attainment and teacher training
(Cross & Billingsley, 1994; Westling & Whitten, 1996). The amendments of IDEA
(2004) and NCLB (2001) mandates that all fully licensed special education teachers must
possess at least a bachelor’s degree, hold full state special education licensure or
certification, and must demonstrate subject matter knowledge and competency
(Robinson, 2010). The Office of Special Education Programs, Data Analysis Systems (U.
S. Department of Education, 2006) called for all teachers to be highly qualified by June
30, 2006. Brownell et al. (2010) reported that students with disability continue to fall
behind in academic performance. Esch et al. (2005) claimed that the number of new
special education credentials granted in the state of California were below the number of
new general education teaching credentials from 1997 to 2004. Moreover, The California
Department of Education (2006) claimed that in 2004-2005 school year, 14% of all
special educators were not fully certified and 49% of the first-year special educators were
not qualified to teach special education.
Although many factors contribute to the academic achievements of students with
disabilities, Allen (2005) asserted that experts unanimously agreed that the single most
important variable is the effectiveness of the teachers. For example, there are limited
teacher preparation programs that equip teachers core therapeutic trainings for students
with ASD (Hyman and Levy 2013; Lerman et al. 2004). Boe et al., (1997) discovered
that fully credentialed teachers in their field are 8% more likely to stay in their school the
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following year than teachers who had only probationary, provisional, temporary, or
emergency certification status. However, the educational and credential requirements
stipulated by the department of education throughout the nation are comprehensive and
imposing.
For example, in the state of California, regular teacher certification requires the
teacher to obtain a baccalaureate or higher degree, meet the basic skills requirements,
complete a multiple or single subject teacher preparation program in student teaching,
and request a formal recommendation for the credential by the California college or
university where the program was completed. Obtaining regular certification is time
consuming, rigorous and quite expensive. To be in compliance, the California
Department of Education (2008b) prepared a five-year plan of PI school requirements
that outlined measures for school improvement, corrective action, and restructuring.
These measures were classified from least to most severe actions such as requiring
professional development; replacing staff; extending the school day or year; reopening as
a charter school; and offering school choice, supplemental services, and an alternative
governance plan (CDE, 2008b). In research findings, school administrators declared that
the biggest obstacle in recruitment of special education teachers were the lack of
qualified personnel (Carlson, Brauen, Klein, Schroll, & Willig, 2002) who are able to
meet teacher mandates.
Alternative Licensure and Induction Program
John Merrow (1999) researched national efforts to fill the void of qualified special
education teachers and concluded that the proposed teacher recruitment by various states
is not the resolution. On the contrary, The California Teacher Corps, a non-profit formed
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in 2009 to address teacher attrition in the state, is the biggest advocates of the alternative
certification route which is scheduled to place 100,000 highly qualified teachers in the
classroom by 2020 (Barth et al, 2016). Presently, local districts are panicking and have
found creative ways to recruit teachers such as signing bonuses, housing incentives and
carpooling suggestion. School systems are searching out of state for faculty and 24
percent of all preliminary credentials issued in 2014-15 were targeted from out-of-state
credentialing programs (Barth et al, 2016).
Hagaman and Casey (2017) indicated that preservice teachers will benefit from
understanding the job functionalities of a special education teacher and would help
preservice teachers ask informative questions during the development stages rather than
running into problems on the job and not being fully prepared to handle them. As a result,
the CEC created the Initial and Advanced Professional Content Standards and
Knowledge and Skills Sets to enhance the ability and skills of teachers entering the field
of special education to practice safely and effectively.
The following constitutes the nine content standards: (a) foundations, (b)
development and characteristics of learners, (c) individual learning differences, (d)
instructional strategies, (e) learning environments and social interactions, (f) language,
(g) instructional planning, (h) assessment, professional, and ethical practice, and (i)
collaboration (CEC, 2009). “In 2005-06, the required two-year program for all new
preliminary credentialed teachers cost the state over $87 million dollars” (Lovo et al.,
2006, p. 66). Unfortunately, Billingsley (2004) declared that nearly half of all special
educators were unable to successfully complete the path from preservice teachers to
highly qualified experienced teachers. Meanwhile, on a national level, enrollment in
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traditional and alternative programs have fallen by 30% between 2010 and 2014 and the
total number of completers decreased by 17%, almost half of the enrollment percentage
during that span {see Table 5} (NCES, Title II, 2015).
Table 5.
Teacher Preparation Enrollment and Completion Numbers, 2010–2014
YEAR
2014 (AY 2012-2013)
2013 (AY 2011-2012)
2012 (AY 2010-2011)
2011 (AY 2009-2010)
2010 (AY 2008-2019)

TOTAL NUMBER
OF ENROLLEES
499,800
623,190
684,801
725,518
719,081

TOTAL NUMBER
OF COMPLETERS
192,459
204,180
217,492
241,401
232,707

Source: Title II Report, includes state and territories. Enrollees include all state-approved teacher
preparation programs, traditional, and university-based and non-university-based alternative
programs.

Proposed Recategorization
Non-categorical certification and the recent surgent of fast-track, and alternative
routes to licensure was special education’s strategic plan of resolving teacher attrition,
but less emphasis was placed on quality improvement (Brownell et al., 2010). At the
June, 2018 meeting, California regulatory commission met to propose new titles within
the credential sector from the newly adopted Education Specialist credential structure,
proposed teacher preparation program standards and proposed Teacher Performance
Expectations (TPEs) for Education Specialist teacher candidates (EPC, 2018).
Concerns with current credentialed system. The proposed re-categorization
was prompted by the following concerns: (1) candidates lacked the requisite skills to
meet the needs of students with Orthopedic or Physical and Health Impairments or
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students with Traumatic Brain injuries; (2) the current TPEs did not provide adequate
attention to autism spectrum disorder language; and (3) the TPEs did not provide
candidates with adequate training in language and literacy development to serve the
needs of students with dyslexia (EPC, 2018).
Proposed categorization title. The titles Exceptional Support Needs and
Extensive Support Needs were suggestive replacements for Mild/Moderate Disabilities
and Moderate/Severe Disabilities in the June 2018 agenda item. Upon reconvening in
August 2018, the commission adopted the title “Moderate Support Needs” in place of the
“Mild/Moderate Disabilities” and widespread support for “Extensive Support Needs” in
place of the “Moderate/Severe Disabilities” credential with emphasis on the word
‘support’ to signify the role of the teacher (EPC, 2018, p. 2).
Draft Education Specialist: Extensive Support Needs Teaching Performance
Expectations
o TPE 1: Engaging and Supporting All Students in Learning Elements Education
Specialist-ES: Extensive Support Needs Candidates will:
1. Identify factors associated with successful planning and implementation of
appropriate transition options, programs, and life experiences, and demonstrate
advocacy skills related to the various transitions experienced by students with
extensive support needs, as they move from kindergarten to post-secondary. (p.
20)
2. Demonstrate understanding of mandated considerations for augmentative and
alternative communication technology for students with extensive support needs.
(p. 20)
3. Identify the unique features of deaf blindness and the impact of combined hearing
and vision impairments on communications, learning, and accessing
environments. This includes the unique learning profiles and individualized
instruction appropriate for student who are deafblind. (p. 20)
4. Collaborate with families and appropriate related services personnel to support
access to, and optimal learning experiences for, students with extensive support
needs in a wide variety of general education and specialized instructional settings,
included but not limited to the home, natural environments, educational settings in
hospitals and treatment centers, and classroom or itinerant instructional delivery
and/or consultation in public/nonpublic school programs. (p. 20)
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5. Use strategies to support positive psychosocial development and self-determined
behavior of students with extensive support needs. (p. 20)
6. In collaboration with families and appropriate related services personnel, use
students’ present levels of academic achievement and functional performance
from a variety of sources to plan, develop, and adapt/adjust IEPs and ITPs that
address the unique learning, sensory and access needs of students with extensive
support needs. (p. 20)
7. Demonstrate the ability to collaboratively develop and implement Individualized
Education Programs (IEP), including instructional goals that ensure access to the
Common Core State Standards and California Preschool Learning Foundations, as
appropriate, that lead to effective inclusion of students with disabilities in the
general education core curriculum. (p. 20)
8. Demonstrate understanding of students with complex communication needs (e.g.,
students with limited verbal ability,) in order to foster access and build
comprehension, and develop appropriate language development goals within the
IEPs for those students. (p. 21)
9. Monitor student progress toward learning goals as identified in the academic
content standards and the IEP/Individual Transition plan (ITP). (p. 21)
10. Demonstrate the ability to develop IEPs/ITPs with students and their families,
including goals for independent living, post-secondary education, and careers,
with appropriate connections between the school curriculum and life beyond high
school. (p. 21)
11. Facilitate and support students in assuming increasing responsibility for learning
and self-advocacy based on individual needs, with appropriate transitions between
academic levels in programs and developing skills related to career, college,
independent living and community participation. (p. 21)
12. Use strategies to support positive psychosocial development and self-determined
behavior of students with disabilities. (p. 21)
o TPE2: Creating and Maintaining Effective Environments for Student Learning
Elements-ES: Extensive Support Needs Candidates will:
1. Use appropriate and safe techniques, procedures, materials, educational
technology, assistive technology, and other adaptive equipment for students with
extensive support needs. Facilitate student health and mobility by practicing
appropriate and safe techniques for lifting and positioning and instruct/supervise
other personnel in such procedures. (p. 21)
2. Utilize information from collaboratively developed individualized health care
plans to support a safe environment and implement specialized health care
regulations and technological procedures required by students with extensive
support needs who require medical services not requiring a physician. (p. 21)
3. Demonstrate the skills necessary to develop communication-rich environments
that support communication and social engagement within the context of ageappropriate, functional and meaningful activities as related to students with
extensive support needs including those who are deafblind. (p. 21)
4. Develop accommodations and modifications specific to students with disabilities
to allow access to learning environments, including incorporating instructional
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and assistive technology, and alternative and augmentative procedures to optimize
the learning opportunities and outcomes for all students, and to move them toward
effective inclusion in general education settings. (p. 21)
5. Demonstrate the ability to support the movement, mobility, sensory and
specialized health care needs required for students to participate fully in
classrooms, schools and the community. Organize a safe environment for all
students that include barrier free space for independent mobility, adequate storage
and operation of medical equipment (as appropriate) and other mobility and
sensory accommodations. (p. 21)
6. Demonstrate the ability to address functional limitations of movement and/or
sensation for students with orthopedic impairments who may have a co-existing
health impairment and/or intellectual disability but have difficulty accessing their
education due to physical limitations. (p. 21-22)
7. Collaborate with families and appropriate related services personnel to support
access to, and optimal learning experiences for, students with extensive support
needs in a wide variety of general education and specialized academic
instructional settings, included but not limited to the home, natural environments,
educational settings in hospitals and treatment centers, and classroom or itinerant
instructional delivery and/or consultation in public/nonpublic school programs. (p.
22)
8. Demonstrate knowledge of the communicative intent of students’ behavior as well
as the ability to help students develop positive communication skills and systems
to replace negative behavior. (p. 22)
9. Demonstrate the ability to identify if a student’s behavior is a manifestation of his
or her disability and to develop positive behavior intervention plans inclusive of
the types of interventions and multi-tiered systems of supports that may be needed
to address these behavior issues. (p. 22)
10. Understand and access in a collaborative manner with other agency professionals
the variety of interventions, related services and additional supports, including
site-based and community resources and agencies, to provide integrated support
for students with behavior, social, emotional, trauma, and/or mental health needs.
(p. 22)
11. Apply and collaboratively implement supports needed to establish and maintain
student success in the least restrictive environment, according to students’ unique
needs. (p. 22)
12. Demonstrate the skills required to ensure that interventions and/or instructional
environments are appropriate to the student’s chronological age, developmental
levels, and disability-specific needs, including community-based instructional
environments. (p. 22)
13. Implement systems to assess, plan, and provide academic and social skills
instruction to support positive behavior in all students, including students who
present complex social communication, behavioral and emotional needs. (p. 22)
14. Demonstrate the knowledge, skills and abilities to understand and address the
needs of the peers and family members of students who have sustained a
traumatic brain injury as they transition to school and present with a change in
function. (p. 22)
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o TPE3: Understanding and Organizing Subject Matter for Student Learning ElementsES: Extensive Support Needs Candidates will:
1. Demonstrate a depth of knowledge and skills, including the use of assistive
technology, in the teaching of strategies for early literacy skills, reading, writing,
math, and science, that ultimately enable students with extensive support needs to
access the academic core curriculum. (p. 22)
2. Identify and utilize curricula and evidence-based instructional strategies that meet
the diverse learning characteristics of students with extensive support needs
across an array of environments and activities. (p. 22)
3. Adapt, modify, accommodate and differentiate the instruction of students with
identified disabilities in order to develop appropriate goals and accommodations
and facilitate access to the Least Restrictive Environment (LRE). (p. 22)
4. Demonstrate knowledge of disabilities and their effects on learning, skills
development, social-emotional development, mental health, and behavior, and of
how to access and use related services and additional supports to organize and
support effective instruction. (p. 23)
5. Demonstrate comprehensive knowledge of atypical development associated with
various disabilities and risk conditions (e.g. orthopedic impairment, autism
spectrum disorders, cerebral palsy), as well as resilience and protective factors
(e.g. attachment, temperament), and their implications for learning. (p. 23)
o TPE4: Planning Instruction and Designing Learning Experiences for All Students
Elements-ES: Extensive Support Needs Candidates will:
1. Identify and utilize behaviorally based teaching strategies in the design and
implementation of instruction to effectively serve students with extensive support
needs with the understanding that behaviors are communicative and serve a
function. (p. 23)
2. Demonstrate understanding of the structure and function of the auditory and
visual sensory systems and skills to interpret and contribute to functional hearing
and vision assessment findings to guide program development. (p. 23)
3. Demonstrate the ability to use assistive technology, augmentative and alternative
communication (AAC) including low- and high-tech equipment and materials to
facilitate communication, curriculum access, and skills development of students
with disabilities. (p. 23)
4. Demonstrate the ability to use evidenced-based high leverage practices with a
range of student needs, and evaluate a variety of pedagogical approaches to
instruction, including instructional sequences, unit and lesson plans, in order to
provide students with disabilities equitable access to the content and experiences
aligned with the state adopted core curriculum. (p. 23)
5. Demonstrate the ability to identify and use behaviorally based teaching strategies
with the understanding that behaviors are communicative and serve a function. (p.
23)
6. Demonstrate the ability to create short and long-term goals that are responsive to
the unique needs of the student and meet the grade level requirements of the core
curriculum, and which are systematically adjusted as needed to promote

78

maximum learning and academic achievement within inclusive environments. (p.
23)
7. Demonstrate knowledge of core challenges associated with the neurology of open
or closed head injuries resulting in impairments and adjust teaching strategies
based upon the unique profile of students who present with physical/medical
access issues or who retain a general fund of knowledge, but demonstrate
difficulty acquiring and retaining new information due to poor memory
processing, as well as neuro behavioral issues. (p. 23)
8. Coordinate, collaborate, co-teach and communicate effectively with other service
providers, including paraprofessionals, general education teachers, parents,
students, and community agencies for instructional planning and planning for
successful student transitions. (p. 23)
9. Use person-centered/family centered planning processes, and strengths-based,
functional/ecological assessments across classroom and non-classroom contexts
that lead to students’ meaningful participation in core, standards-based
curriculum, life skills curriculum, and/or wellness curriculum, and that support
progress toward IEP goals and objectives. (p. 23-24)
o TPE 5: Assessing Student Learning Elements-ES: Extensive Support Needs
Candidates will:
1. Utilize person-centered/family centered planning processes, self-determination,
strengths-based, functional/ecological, and observational assessment data from
multiple sources to develop effective evidence-based instructional supports and
strategies for students with extensive support needs. (p. 24)
2. Apply knowledge of the purposes, characteristics, and appropriate uses of
different types of assessments used to determine special education eligibility,
progress monitoring, and decision-making regarding eligibility, placement in
LRE, and services. Candidates also apply knowledge of when and how to use
assessment sources that integrate alternative statewide assessments, formative
assessments, and formal/informal assessment results as appropriate, based on
students’ needs. (p. 24)
3. Each candidate utilizes assessment data to: 1) identify effective intervention and
support techniques, 2) develop needed augmentative and alternative systems, 3)
implement instruction of communication and social skills, 4) create and facilitate
opportunities for interaction; 5) develop communication methods to demonstrate
student academic knowledge; and 6) address the unique learning, sensory and
access needs of students with physical/orthopedic disabilities, other health
impairments, and multiple disabilities. (p. 24)
4. Demonstrate knowledge of special education law, including the administration
and documentation of assessments and how to hold IEP meetings according to the
guidelines established by law. (p. 24)
5. Demonstrate knowledge of requirements for appropriate assessment and
identification of students whose cultural, ethnic, gender, or linguistic differences
may be misunderstood or misidentified as manifestations of a disability. (p. 24)
6. Know how to appropriately administer assessments according to the established
protocols for each assessment. Candidates also understand how to implement
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appropriate accommodations on assessments for students with disabilities that do
not fundamentally alter the nature and/or content of what is being tested, and how
to use AAC appropriately for facilitating the participation in the assessment of
students with complex communications needs. (p. 24)
o TPE 6: Developing as a Professional Educator Elements-ES: Extensive Support
Needs Candidates will:
1. Create supportive partnerships with parents, families, teachers and employers to
provide instructional, behavioral, social, communication, sensory, and
pragmatically appropriate supports to students with extensive support needs. (p.
24)
2. Demonstrate the ability to coordinate and collaborate effectively with
paraprofessionals and other adults in the classroom. (p. 24)
3. Identify and understand conflict resolution techniques that use communication,
collaboration, and mediation approaches to address conflicts and disagreements
that may arise during the facilitation of an IEP meeting or collaboration with other
professionals. (p. 25)
4. Demonstrate knowledge of historical interactions and contemporary legal,
medical, pedagogical, and philosophical models of social responsibility, treatment
and education in the lives of individuals with disabilities. (p. 25)
5. Demonstrate knowledge of federal, state, and local policies related to specialized
health care in educational settings. (p. 25)
6. Demonstrate knowledge of the unique experiences of families of students who are
chronically ill, are hospitalized and/or in transition from hospitalization, and/or
who have degenerative conditions. (p. 25)
7. Possess the knowledge that the diminishment or loss of previous abilities
(learning, social, physical) may have significant, long-term effects on the selfconcept and emotional well-being of the student who acquires a traumatic brain
injury as well as on their family members, requiring the provision of appropriate
supports and services to address these issues. (p. 25)
Stress Theory
Cannon’s (1932) research attributed the “flight or fight” of the Sympathetic
Nervous System (SNS) to when an individual perceived threat. Based on Cannon’s
findings, he proclaimed that when the body is threatened, the SNS arousal prepares the
body physiologically to either take a stand to fight off the perpetrator or flee from the
imminent danger. Hans Selye later popularized the term ‘stress’ in medical lexicon to
describe the “nonspecific response of the body to any demand” (Tan & Yip, 2018, p.
170). Selye’s discovery of stress emerged as a young medical laboratory scientist
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searching for new female hormones at McGill University in 1935. His laboratory work in
the late 1930s propelled Selye to conclude that the triad of non-specific findings were the
universal symptoms of damage to a mammalian organism. Selye was convinced that
disease and health in relation to successful or unsuccessful coping by an organic system
was associated to response to one’s environmental agents. Selye further labeled the nonspecific signs of bodily damage the 'General Adaptation Syndrome' (GAS), and used
'Stress' to explain the state of an organism in adaptation and response to the environment.
(Viner, 1999). Selye classified stress response into 3 phases:
Alarm. The ‘fight or flight’ response which triggers increase in adrenaline and
cortisol (Bellingham, 2014).
Resistance. Ongoing, chronic stress with the body attempting to adjust or
normalize by facilitating elevated cortisol production (Bellingham, 2014).
Exhaustion. The elevated cortisol production causes cortisol resistance and
reduced cortisol production level. The body’s resources become depleted and incapable
of any stress response or adrenal fatigue (Bellingham, 2014). Generally, individuals are
first caught off guard when they experience stress, then maneuver to maintain
homeostasis by resisting the change and ultimately give in to exhaustion in countering the
stressor (Tan & Yip, 2018).
Beehr and Franz (1987) identified three types of stress characteristics. The first of
its characteristic is the stimulus-based, which pins stress as a situational or environmental
based stimulus, depending on the individual. The second characteristic is response-based,
which emphasizes the individual's psychological or physiological response to stressful
environmental or situational forces. The third characteristic is known as stressor-strain,
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which identifies stress acting as both the stimulus and the response (Arnold, Cooper, &
Robertson, 1998). Derogatis (1987) conducted a research to determine individual’s stress
predisposition using a psychological questionnaire known as the Derogatis Stress Profile
(DSP). Derogatis discovered that stress was a psychological pressure persuaded by three
main factors: (1) personality mediators (constructs of time pressure, driven behavior,
attitude posture, relaxation potential, and role definition); (2) environmental factors
(constructs of vocational satisfaction, domestic satisfaction, and health posture); and (3)
emotional responses (constructs of hostility, anxiety, and depression). “Stress is today a
deeply held modern metaphor, an unquestioned explanation of the darker sides of human
experience” (Viner, 1999, p. 392). The stressors are triggered by the danger of negative
emotions, threats or perceived challenge at which body signals prepare for actions of
defense and protection (Slaski & Cartwright, 2002).
Occupational Stress Models
While there are various forms of occupational stress models, many are prevalent
in special education work environment. Research in occupational literature (Hothschild,
1983) educate that many jobs foster high degrees of role ambiguity that leads to job
dissatisfaction if not handled properly by management or administration. As the case for
human service workers, chronic occupational stress (syndrome) tends to affect teachers,
and is a strong indicator of an unsuccessful coping mechanisms (Skaalvik & Skaalvik,
2007). The majority of researchers concur that the major strains associated with
occupational stress can be grouped into three categories: psychological, behavioral, and
physical (De Vito, 2009). González-Morales et al. (2010) conducted a research to
examine the relationships among occupational strain and coping mechanisms from a
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female dominated elementary and secondary school teachers in Spain. The researcher
collected data from 444 male and female teachers in a two-year span in attempt to
explore how gender affect teachers in relation to coping strategies and burnout
tendencies. The Occupational Stress Indicator questionnaire was the instrument used to
measure perceptions on coping and burnout tendencies within the teaching profession.
Researchers showed there were correlations between exhaustion, coping mechanisms,
and cynicism coexisted among interactive effects of gender. Further investigation
revealed that male teachers responded favorably to direct action coping and social
support while female teachers exhibited high scores for exhaustion. Results collaborated
with current literature on teacher burnout-female teachers were susceptible to higher
levels of stress within the education profession. Occupational stress models
conceptualized the phenomenon of teacher stress (Guglielmi & Tatrow, 1998; Ingersoll,
2001; Maslach, 1999; Thompson, McNamara, & Hoyle 1997; Carbonneau, Vallerand,
Fernet, & Guay, 2008; Maslach, Schaufeli, & Leiter, 2001) in the following ways:
The Person-Environment Fit Model
The foundation of The Person-Environment Fit Model derived from the
University of Michigan in the mid-1970s (Caplan, Cobb, French, Harrison, & Pinneau,
1975; Harrison, 1978; French, Caplan, & Harrison, 1982). The conceptual framework is
built on four domains which entails the objective environment, subjective environment,
objective person, and subjective person. The objective environment constitutes the
physical and social situations as presently constructed and independent of the person’s
perception. Distinctively, the subjective environment is based on the perception of the
person as it relates to the physical and social situations. On a similar note, the objective
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person alludes to the characteristics of the person’s existence. However, the subjective
person reverberates on the person’s perceptions of his or her characteristics.
Key components of The Person-Environment Fit Model encompass contact with
reality, accuracy of self–assessment, coping, and defense. The concept of contact with
reality attempts to moderate the variance between the objective and subjective
environments. The accuracy of self–assessment is the attempt to moderate the variance
between the objective and subjective person. Coping is an indication of attempts to
enhance the objective fit between the person and environment based on the adjustments
of the person or environment. Lastly, defense project attempts to enhance the subjective
fit between the person and environment as a result of distorted thinking such as
repression, projection, or denial. According to The Person-Environment Fit Model, stress
can be best described as a subjective mismatch between the demands of the job and the
person’s actual or perceived ability to meet those demands. The perceived mismatch can
be detected when the job environment fails to provide the necessary resources to meet the
person’s needs or the person lacks the ability required to meet the demands of the work
environment (Edwards, Caplan, & Van Harrison, 1998). There is a psychological,
behavioral, or physiological strain resulting from the mismatch and interferes with
normal function or the ability to function properly within The Person Environment Fit
Model. Symptoms of dysfunction are anxiety, smoking, or high blood pressure. Personal
stress reduction techniques are valuable skills to balance the fit between the person and
the job demands. Often, one’s perceptions, skills, tolerance for pressure and susceptibility
to dysfunctional environments plays a vital role (Bush Jr., 2010).
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The Job Demand-Control Model (also known as the Job Strain Model)
The Demand-Control Model of occupational stress was constructed in the late
1970’s by Scandinavian researchers (Karasek, 1979; Karasek, Baker, Marxer, Ahlbom, &
Theorell, 1981). Karasek (1979) proposed that the presence of stress resulted from the
conundrum of job demands and the level of decision-making discretion bestowed upon
the employee. According to Karasek, workload is a form of job demand, an independent
variable used to measure occupational stressors. He emphasized the possibility of
experiencing strain when job demands are high and job control, a dynamic that can lead
to mental and physical health issues (De Vito, 2009). Inevitably, stress is closely
connected to imposed work demands from the environment and the amount of control,
discretion or autonomy given to the employee. For example, Cross and Billingsley (1994)
examined the importance of autonomy in decision making for special educators. The
study population involved two groups of special educators. The first groups were 558
random sampled Virginia special education teachers providing services to students with
diverse needs. The second group of special education teachers worked with students with
emotional and behavioral disorders. In terms of retention, the study revealed that for both
group of teachers, “principal support, stress, and role problems had a direct effect on job
satisfaction and commitment” (p. 411). In a related subject, Wisniewski and Gargiulo
(1997) added that teachers felt powerless and dissatisfied with their job due to excessive
control from management and no decision-making power. Moreover, Futernick (2007)
study of California teachers clearly illustrates that decision-making power or autonomy
was the most frequently cited retention factors.
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The Demand-Control Model elucidates a matrix with four potential job situations.
The matrix showed job demands on the horizontal axis and decision-making discretion on
the vertical axis {see Table 6 illustration}. The four potential job situations depict low
demands and low decision-making discretion; jobs with high demands and high decisionmaking discretion; jobs with low demands and high decision-making discretion; and jobs
with high demands and low decision-making discretion. The matrix can be used to
determine two predictions of the conditions that create the least and greatest strain. First,
strain rises as the job demands increase and the decision-making judgment decreases.
Second, strain decreases as the job demands is low and decision-making judgment
increases. The major variables in this model is job demand and decision-making power
and the dysfunction is inherently related to the job not the individual (Bush Jr., 2010).
Meyer (2009b) observed student teachers’ emotions during their internship. Based on the
reflective writings composed from and interviews with student teachers, she reported that
student teachers are called to teach in a highly controlled environment and
simultaneously feel powerless when being asked to assume more control. The Job
Demand-Control Model strongly recommends adequate construction of jobs with
reasonable job demands and decision-making opportunity (Bush Jr., 2010).
Table 6.

Decision
Making

Matrix of the Demand-Control Model

Low
High

Job Demands
Low
Low Demands - Low
Decision-Making
Low Demands – High
Decision-Making
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High
High Demands - Low DecisionMaking
High Demands – High
Decision-Making

The Demands-Support-Constraints Model
The Demands-Supports-Constraints Model was an extension of the DemandControl Model (Karasek, 1979) and was developed by Payne (1979) and Payne and
Fletcher (1983). Payne and Fletcher (1983) conducted a survey research to test the
frequency of psychological dysfunction, such as anxiety, cognitive impairments, and
somatic complaints from 148 classroom teachers in the Midlands of England. The
outcome revealed that independent and dependent factors such as workload, disciplinary
demands, and decision-making opportunity contributed to five percent of the reported
variance in psychological dysfunction. Simply put, the Demand-Supports-Constraints
Model looks at the amount of freedom within the job to predict possible limitation or
constraint for the worker. The predictable nature of strain is dictated by the lack of
support and resources along with high demands and limited decision-making power.
(Bush Jr. 2010).
Effort-Rewards Imbalance Model
The Effort-Rewards Imbalance Model targets both situational and personal
characteristics of the work environment (Marmot, Siegrist, Theorell, & Feeney,1999).
These researchers proposed that there are mutual benefits between the worker and the
employer based on efforts and the rewards obtained from work. Siegrist (1996)
particularly explored the relationship between job demands and rewards. He argued that
work plays an important role in the psychological well-being of an employee and the
internal relationships established within the work community. Therefore, occupational
status promotes a sense of belonging to a group of working professionals and the
mutuality of contributing, performing, reward, and esteem. In essence, the Effort-Reward
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Imbalance Model focuses on the equilibrium between the organizational exchange of
occupational demands and the inherent coping with the occupational gratifications, such
as monetary compensation, promotion, and such incentives. Thus, an employee may
experience an emotional distress when an imbalance exists from an unsatisfactory
appraisal of the extrinsic demands of the work, the inherent coping mechanism, and the
occupational gratifications. Researchers concluded that premature cardiac arrests stem
from years of excessive occupational effort-reward imbalance (Siegrist, Dittman, Rittner,
& Webber, 1982).
Job-Demands Resources Model
The Job-Demands Resources Model inferred that stress confronted in the
workplace is the by-product of the relationship between individuals and their work
environment (Baker, Demerouti, DeBoer, & Schaufeli, 2003). Kaufhold et al., (2006)
conducted a survey study on 750 special education teachers from 48 south Texas school
districts. Approximately 228 educators responded to the survey. Result showed that 50%
“strongly agreed” that they lacked materials and resources needed to do their jobs
effectively. McCarthy, Lambert, O’Donnell, and Melendres (2009) summarized it best,
“In other words, teachers may be more susceptible to burnout symptoms if they perceive
an imbalance between demands they face in their jobs and the resources they have for
coping with these demands” (p. 283).
Burnout Theory
Burnout was first phrased by Freudenberger in 1974 to describe the phenomenon
occurring with human service professionals where they experienced exhaustion, unable to
perform assigned tasks effectively and sometimes their inadequacies put their clients at
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risk (Luk, Chan, Cheong, and Ko (2010). Freudenberger’s curiosity on the concept of
job-related burnout dates back to the early seventies while monitoring staff behavior in
alternative institutions or free clinics. As new staff members experienced work stress and
deteriorated physically and emotionally, he referred to their condition as "burned out"
(Freudenberger, 1975). Maslach (1978) gained recognition as the first to collect empirical
data on burnout. She defined burnout as “emotional exhaustion resulting from the stress
of interpersonal contact" (p.21). Maslach, et al. (1996) constructed the Maslach Burnout
Inventory (MBI), a tool for gathering data and measuring the extent of burnout.
According to Maslach (1981), there are three dimensions of burnout: ‘emotional
exhaustion,’ ‘depersonalization,’ and ‘lack of personal accomplishment.’
Emotional exhaustion. According to Maslach and Jackson (1981), occupational
stress can foster overwhelming feelings and drains one’s emotional resources. Emotional
exhaustion at its chronic stage deprives teachers from fully attending to their students (De
Vito, 2009). Extreme emotional exhaustion was more prevalent in younger teachers and
teachers who were exposed to larger classes (Russell, Altmaier, & Velzen, 1987).
Depersonalization. Teachers who experience depersonalization feel apathy,
isolation and tend to display negative attitude in their work environment (Maslach,
Schaufeli and Leiter (2001), mainly towards parents, clients or students (Kokkinos,
2007). De Vito (2009) reported that depersonalization was more common in male and
secondary teachers.
Lack of personal accomplishment. Maslach and Jackson (1981) stated that the
lack of personal accomplishment was the result of teachers’ negative self-image of
themselves. As the feeling of accomplishment decreases, personal inefficiency becomes
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greater. Teachers “express feelings ranging from resistance, powerlessness, fatigue in
teaching to no problems and self-confidence” (Evelein et al., 2008, p. 1137).
Burnout Among Special Educators
Teacher burnout is broad in the literature (Blasé, 1982; Cedoline, 1982; Farber,
1984, 1991; Shirom, 1986; Friedman, 1992, 2000, Byrne, 1994; Van Horn, Schaufeli, &
Enzmann, 1999) and burnout among teachers has been the most controversial of any
occupational group (Schaufeli, 1998). Teachers tend to experience burnout due to
prolonged period of stress (Maslach, 2003). Wisniewski and Gargiulo (1997) conducted a
comprehensive review on studies related to teacher stress and burnout for special
education teachers from 1969-1996 and discovered that all special education teachers
involved in the studies were high risk for burnout.
Sources of stress and burnout for special educators were grouped into four areas:
“organizational, interpersonal interactions, training, and instructional assignments and
arrangements” (Wisniewski & Gargiulo, 1997, p. 327-328). In a study related to teacher
attrition, Billingsley and Cross (1991) stated that 39% of the special educators who
vacated the profession cited burnout as the cause. Yilmaz et al. (2015) noted that burnout
levels of teachers do not vary according to gender, marital status or position (school
administrator or teacher); however, they do differ depending on the nature of the school.
A more serious consequence from recent studies was the impact of burnout on teacher’s
health and effect on student outcomes (Brunsting et al., 2014). Yoon (2002) noted that
burnout have a negative effect on student-teacher relationships. While there are many
factors that contributes to teacher burnout, the New Hampshire 700 teacher research
identified the primary reasons for teacher burnout. A sixteen-page questionnaires were
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mailed with a 48 percent return rate. The result revealed sources of burnout were
combination of unrealistic expectations and job conditions, lack of collaboration in
decision making, high levels of role ambiguity, absence of freedom and autonomy,
fragile social support networks and inconsistent reward and punishment structures
(Swenson-Donegan, 1990). Lastly, burned out teachers tend to suffocate school district
financially due to high absenteeism, attrition, unsatisfactory job performance as well as
impacting the individual teacher’s personal well-being (Cherniss, 1985).
History of Emotional Intelligence
Weschsler (1944) gave meaning to intelligence as "the aggregate of global
capacity of the individual to act purposefully, to think rationally, and to deal effectively
with his environment" (p. 3). While the definition of intelligence is broad in nature, there
are various forms of intelligence. For example, general intelligence contains
psychological ability is categorized as the "ability to judge correctly the feelings, moods,
and motivations of individuals" (Wedeck, 1947, p.4). Cognitive intelligence reflects on
cognitive process through experiential learning and application of individual’s memory
(Schaie, 2001; Brody, 2004). Pondering the fact that ‘intelligence’ is about learning,
using higher order cognitive thinking and adapting to the environment, the concept of
applying intelligence to emotions became intriguing (Corcoran & Tormey, 2012).
Emotional intelligence (EI) is defined as “the ability to perceive and express emotions, to
understand and use them, and to manage emotions so as to foster personal growth”
(Salovey, Bedwell, Detweiler, & Mayer, 2000, p. 506). Emotional intelligence is the
bridge between one’s emotion and intelligence (De Vito, 2009).
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Thorndike’s (1920) construct of social intelligence which outlined the ability to
understand, manage, and interact positively with others, laid the foundation in the
discovery of emotional intelligence. Howard Gardner’s book “Frames of Mind: The
Theory of Multiple Intelligences” highlighted nine distinctive types of intelligences. Two
intelligences (interpersonal & Intrapersonal) were instrumental in the development of
emotional intelligence (Naidu, 2014). The phrase, emotional intelligence was later
adopted based upon series of theoretical articles (Mayer & Salovey, 1997; Salovey &
Mayer, 1990), which hypothesized that rational emotions played a vital role in human
interaction and helped with adaptation and coping mechanism. Although Mayer and
Salovey originated the term EI (Salovey & Mayer, 1990), other approaches emerged
afterwards which creates ambiguity on how the term is used. Most notably, Bar-On is
credited with coining the term ‘Emotional Quotient (EQ) (Bar-On, 1988) which is
recognized in all aspects of human scientific literature. However, the work of Goleman
(1995) popularized the term EI. Other researchers have contributed to the theory of EI as
it continues to be one of the most recognized and impactful form of intelligence in the
occupational realm.
Emotional Intelligence Framework
Mayer, Salovey and Caruso
Salovey and Mayer (1990) defined emotional intelligence as “the ability to
perceive and express emotions, to understand and use them, and to manage emotions so
as to foster personal growth” (p. 36). Emotional intelligence was perceived independent
of personality traits (Mayer & Salovey, 1997) but was somewhat analogous to measures
of traditional intelligence (Day & Kelloway, 2004). Table-7 shows an overview of the
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four branches of EI construct and its connection to intelligence and personality. Salovey
and Mayer (1990) stressed the importance of El as a set of abilities that help formulate an
accurate appraisal and expression of emotion in oneself and others.
Table 7.
Overview of the Four-Branches of Emotional Intelligence and its Connection to
Intelligence and Personality
Branch
4: Managing emotion

3: Understanding emotion

2: Facilitating thought with
emotion

1: Perceiving emotion

Description of Measure
Ability to manage emotions
and emotional relationships
for personal and interpersonal
growth
Ability to comprehend
emotional information about
relationship, transitions from
one emotion to another,
linguistic information about
emotions
Ability to harness emotional
information and directionality
to enhance thinking
Ability to identify emotions
in faces, pictures

Relation to intelligence
and personality
Interface with personality and
personal goals

Central locus of abstract
processing and reasoning
about emotions and
emotional information

Calibrates and adjusts
thinking so that cognitive
tasks make use of emotional
information
Inputs information to
intelligence

Source: Mayer, Salovey et al. (2001).
Salovey and Mayer (1990) theorized that emotional intelligence composed of
three branches of adaptive abilities: appraisal and expression of emotion, regulation of
emotion and utilization of emotions in solving problems {see Figure 1}. Furthermore,
Mayer and Salovey (1997) concluded that EI possessed the requisite skills to process
emotional relevant information. It was also noted that El development continues
throughout adulthood (Mayer et al., 1999) and it is a major factor in “social and
emotional growth” (Lift, 2003, p. 29).
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Figure 1. Emotional Intelligence.
The first test developed to measure EI was called the MEIS (Multifactor
Emotional Intelligence Test (Mayer, Caruso, & Salovey, 1998). This testing instrument
was eventually enhanced for a shorter, more precise, reliable normed test called the
MSCEIT (Mayer, Salovey, and Caruso Emotional Intelligence Test (Mayer, Salovey, &
Caruso, 2001a). The modified MSCEIT version allowed respondents to identify emotions
using pictures and real-life scenarios (Mayer, Salovey & Caruso, 2008). The purpose of
MSCEIT was to assess EI from an ability-based scale that measures the effect on how
well people performed tasks and solved emotional problems. The test focused on four
domain areas of EI:
1. Perceive emotions accurately.
2. Use emotions to guide thinking constructively, problem solving, and creativity.
3. Understand emotions.
4. Manage emotions effectively for personal growth (Mayer, Salovey, & Caruso,
2002).
MSCEIT is widely regarded as the most utilized performance-based test and is
determined to correspond favorably with variables such as the ability to recognize
intended emotions in music (Trimmer & Cuddy, 2008), and the quality of relationships
with friends and romantic partners (Lopes et al., 2004). Higher MSCEIT scores was also
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associated in forecasting lower levels of violent/criminal behavior (Brackett, Mayer, &
Warner, 2004). Mayer, Salovey and Caruso (2004) claimed that “the high EI person is
drawn to occupations involving social interactions such as teaching and counseling more
so than to occupations involving clerical or administrative tasks” (p. 210).
Bar-On
Unlike Salovey and Mayer, Bar-On (1997) model viewed EI approach as all noncognitive abilities, knowledge, and competencies that helps a person to effectively deal
with various life situations. The construct of EI promotes understanding of oneself and
others, interacting with people, and successfully adjusting to and coping with one’s
environmental stressors. Bar-On (1997b) identified measuring an individual’s “common
sense” and ability to get along in the world as the two components of measuring
emotional intelligence. Bar-On (1997) further revealed the following characteristics of
EI: (1) Self-Knowledge (self-awareness of one’s emotions, self-confidence, self-regard,
self-actualization & independence); (2) Interpersonal Skills (empathy, interpersonal skills
& social responsibility); (3) Adaptability (conflict resolutions, reality testing &
flexibility); (4) Stress Management (stress tolerance & impulse control), General Mood
(happiness & optimistic attitude).
In respect to EI characteristics, EI instruments such as the Trait Emotional
Intelligence Questionnaire (TEIQue) and Bar-On Emotional Quotient Inventory (EQ-i)
were developed as two prominent models (Bar-On, 2004; Mikolajczak, Luminet, Leroy,
& Roy, 2007). The Bar-On Emotional Quotient Inventory (EQI) is a 133-item with 15
distinct scales (Schutte et al., 1998). The EQI instrument measures self-report associated
with the following areas: emotional self-awareness, assertiveness, self- regard, self-
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actualization, independence, empathy, social responsibility, interpersonal relationships,
stress tolerance, impulse control, reality testing, flexibility, problem solving, optimism
and happiness {Attachment C} (Bar-on, 1997). A setback to this approach is that
individuals are exempted from matching their true abilities on self-evaluations.
Specifically, third-party observers might rate someone low on areas he/she scored
themselves high (Carney & Harrigan, 2003).
Goleman, Bradberry, and Greaves
Goleman (1995) published the book “Emotional Intelligence” and popularized
worldview belief of emotions as a domain of intelligence. He envisioned that emotional
intelligence could contribute positively to various important life outcomes such as
enhanced learning, limited aggression, improved decision making, and components for
successful living (De Vito, 2009). Daniel Goleman’s writings on El (Goleman, 1998) was
focused on engaging workplace leadership through improved employee morale,
motivation, and professional growth. Goleman’s (1995 &1998) studies of emotional
intelligence were devoted to the area of work performance. Goleman (1998) defined
emotional intelligence as one’s ability to assess personnel feelings and those of others
and to effectively manage personal emotions in their interaction with others. According
to Goleman (1998), emotional competence is based on how well people regulate and
expresses emotions when they come in contact with other humans.
Goleman originally designed EI model as a five-part competency-based model in
these domains: self-awareness, self-regulation, motivation, empathy, and social skill.
However, Goleman et al. (2013) restructured the model into four domains: (1) selfawareness, (2) self-management, (3) social awareness, and (4) relationship management.
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Goleman et al. (2013) delineated 18 competencies skills that shape the four domains of El
(Table 8), which Goleman declared can be learned and mastered. “Goleman theorized
that a person’s feelings and passions are the guiding force of his or her behavior. EI is the
enhanced capacity to recognize and control one’s own emotions” (Adcock, 2014, p. 50).
Table 8.
The Four Domains of Emotional Intelligence
Domain

Competencies

Self-awareness

Emotional self-awareness
Accurate self-assessment
Self-confidence
Emotional self-control
Transparency
Adaptability
Achievement
Initiative
Optimism
Empathy
Organizational awareness
Service
Inspirational leadership
Influence
Developing others
Change catalyst
Conflict management
Teamwork and collaboration

Self-management

Social awareness

Relationship management

Bradberry and Greaves expanded the work of Daniel Goleman in the area of
emotional intelligence. Bradberry and Greaves (2009) framework on emotional
intelligence was detailed in their publication of “Emotional Intelligence 2.0.” They
highlighted four major domains of emotional intelligence competence: self-awareness,
self-management, social awareness and relationship management {see Figure 2}. The
interview questions from this research study were designed using Daniel Goleman and
Bradberry and Greaves frameworks of emotional intelligence due to their similarities,
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newest of all the frameworks and the lack of complexity compared to the Bar-On
instrument.

PERSONAL
COMPETENCE

SELFAWARENESS

SELFMANAGEMENT

SOCIAL
COMPETENCE

SOCIAL
AWARENESS

RELATIONSHIP
MANAGEMENT

Figure 2. Bradberry and Greaves emotional intelligence competency using the 4-domains
of emotional intelligence.
Self-awareness. “Reading one’s own emotions and recognize their impact”
(Goleman et al., 2013, p. 39). Bradberry and Greaves (2009) defined self-awareness as
“the ability to accurately perceive your emotions in the moment and understand your
tendencies across the situations” (p. 24). Managing emotions helps build self-awareness
(Goleman, 1995). Self-awareness enables one to fully recognize emotions, thought
process, how it may impact behavior and most importantly, to better understand your
strength and weaknesses (CASEL, 2014).
Self-management. “The application of behavioral principles to modify one’s own
behavior” (Kazdin, 1975, p. 189). Bradberry and Greaves (2009) saw self-management as
“your ability to use your awareness of your emotions to stay flexible and direct your
behavior positively” (p. 32). Goleman et al. (2013) stated self-management requires
“keeping disruptive emotions and impulses under control” (p. 39). Self-management
skills essentially require the individual to identify emotional state and use proper
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discernment for creative and problem solving (Palfai & Salovey, 1993). Understanding
when to act and when not to act is an important skill set for self-management.
Social awareness. “Social awareness is your ability to accurately pick up on
emotions in other people and understand what is really going on with them” (Bradberry
& Greaves, 2009, p. 38). Goleman et al. (2013) stated, it is “sensing others’ emotions,
understanding their perspective, and taking active interest in their concerns” (p. 39).
Corcoran and Tormey (2012) indicated that social awareness can be a vital skill for
teachers in terms of classroom management by recognizing emotional progression in
students and what might be an appropriate intervention strategy.
Relationship management. Relationship management encompasses the three
previous skills (self-awareness, self-management & social awareness) and Bradberry and
Greaves (2009) defined it as the “ability to use your awareness of your own emotions and
those of others to manage interactions successfully” (p. 44). Richburg and Fletcher
(2002) stated that relationship management examines the level of relationship
development and relationship building and surmises personal and social competence.
From a school environment perspective, human relationships determined ones’ feelings
of belonging (Uitto et al., 2015).
Emotional Intelligence as a Stress Management Concept
Many alternative models of emotional intelligence have used related
terminologies such as behavior and skills, including stress management skills and social
skills (Bar-On, 2000; Bar-On, Brown, Kirkaldy, & Thome, 2000; Boyatzis, Goleman, &
Rhee, 2000; Goleman, 1998; Higgs & Dulwicz, 1999). These findings have triggered
research studies on the impact of emotional intelligence and stress management. Bar-On
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(1997) described emotionally intelligent people "are generally optimistic, flexible,
realistic, and successful at solving problems and coping with stress, without losing
control" (p. 156). Salovey and Mayer (1990) emphasized that people who are high in
emotional intelligence are better disposed to deal with their emotions. Research findings
correlated with medical advantage for individuals with higher levels of emotional
intelligence when faced with stressors. They were found to cope better psychophysiologically and generally displayed lower levels of cortisol, passive coping
introspection and lower blood pressure (Salovey, Stroud, Woolery, & Epel, 2002). You,
Lee, and Lee (1999) study reported a connection between lower level of emotional
intelligence and psychological burnout.
Research studies also found there is a relationship between emotional intelligence
skills and physical and psychological wellbeing and longevity (Tsaousis & Nikolaou,
2005; De Vito, 2009). Many authors theorized that high emotional intelligence translates
to greater feelings of emotional wellness (Goleman,1995; Salovey & Mayer,1990;
Salovey, Mayer, Goldman, Turvey, & Palfai, 1995). Albrecht (2014) identified the
following areas as components for wellbeing or wellness:
a) Physical- adequate rest; healthy diet, respirating functionally.
b) Emotional- resiliency, impulse control, adaptability.
c) Social- reflective listening, social efficacy, intrapersonal and interpersonal
communication skills.
d) Cognitive- thought process and behavioral flexibility, good judgement, prolonged
attention span and functional memory.
e) Spiritual- sense of liberty, mindfulness, serene feeling.
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f) Environmental- outdoor adventures, sense of safety and security in your
surroundings.
“Individuals who have the ability to regulate their emotions are better able to
manage their stress” (Adibsereshki, Shaydaei & Movallali, 2016, p. 246). Empirical
studies showed evidence that high emotional intelligence was linked to fewer depressive
episodes, greater optimistic attitude (Schutte et al., 1998), and a more gratifying life
(Ciarrochi et al., 2000). As Caruso and Salovey (2004) pointed out “emotions provide
data that assist us in making rational decisions and behaving in adaptive ways” (p. 211).
Furthermore, studies showed that people with high EI are able to manage and harness
their emotions successfully in various environmental settings (Laborde, Lautenbach,
Allen, Herbert, & Achtzehn, 2014). High EI reduces occupational stress and improved
psychological and physical wellbeing (Stough, Saklofske, & Parker, 2009), flexibility in
coping mechanism and extremities of stressful situations successfully (Brackett &
Katulak, 2007; Zeidner, Matthews, & Roberts, 2009), and exposed to a positive social
network (Cohen & Syme, 1985; Vandervoort, 1999). It is evident that teacher’s
perception of their working condition impacted their physical and emotional well-being
(Baran, 2012; Fernet et al. 2012). Brackett and Katulak (2006) showed favorable results
on the relationship between increased social and emotional skills to effective teaching
and teacher wellbeing. The success of EI training on stress management is evidencebased in other sectors. Therefore, this research study attempts to explore the importance
of EI concept on special education teacher’s stress management using the proposed
model {see Figure 3}.
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Occupational Stress and Burnout Symptoms

Emotional Intelligence Training

Self-Awareness

Self-Management

Social-Awareness

Relationship
Management

Stress Management
Figure 3. A proposed model for teacher stress & burnout, EI training and stress
management
Emotional Relevance in Education
Teaching requires excessive amount of emotional labor (Hargreaves, 2000;
Schutz, Cross, Hong, & Osbon, 2007). Hargreaves and his colleagues have devoted their
entire research career formulating frameworks centered on teacher’s emotions and in
educational leaderships (Hargreaves, 1998; Lasky, 2000). Nias (1996) identified three
fundamental reasons on emotions within the context of teaching and its relevancy for
teachers: 1) teaching demands interaction between people, (2) teachers are so entrenched
in teaching that the classrooms and schools become a source of their self-esteem, selfactualization and vulnerability, and 3) teachers have deep feelings attributed to their work
as they invest so much of their time and values in it. Theoretically, there are contracting
viewpoints on the subject of emotions within the educational paradigm: (1)
psychodynamic methods of assessing emotions as individualistic, confidential and
physiological concept; (2) social constructionist views emotions from a social dynamic
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perspective and rejects individual traits; and (3) interactionists such as feminist and poststructural ascertained that emotions are not simply language-driven, but are typically
action-based (Uitto et al., 2015). Emotional intelligence framework in education focused
primarily in teaching effectiveness and outlined the following model within educational
context: (a) to clarifying emotional skills that are valuable assets for teachers, (b) for
evaluating levels of EI skills teachers possess, and (c) to investigate the level of success
teachers endure when demonstrating EI abilities. The model was designed to rate
teaching effectiveness if teachers possess EI abilities from a practical sense (Corcoran &
Tormey, 2012). However, teacher EI ability are limited in terms of their stress tolerance
or management and its effect on retention or longevity.
Relevancy for Professional Development in Special Education
Professional development was identified as one of the five practical strategies
recommended to school administrators for supporting special educator teachers who work
primarily with emotional and behavior disorders (Cancio et al., 2014). Professional
development in education is the means of transferring skills and knowledge to
educational practitioners (Reid, 2010) and to help educators in maintaining current
knowledge within their scope of practice (Grimes, Kurns, & Tilly, 2006; Jacobson,
1990). American Federation of Teachers (2008) defines professional development as “a
continuous process of individual and collective examination of practice. It should
empower individual educators and communities of educators to make complex decisions;
identify and solve problems; and connect theory, practice, and student outcomes” (p. 9).
However, Cook and Odom (2013) observed that the gap between research-to-practice has
been “present in special education as long as research and practice have coexisted” (p.
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136). Hiss (2004) declared that translational research within professional development
has two phases; (1) applied research designed to investigate evidence-based practices and
(2) implementation and sustained use of evidence-based practices. Historically, Phase 2
have been severely underfunded and underutilized than Phase 1 (Cook & Odom, 2013).
“Literature on how to support in-service teachers’ skill development is lacking” (Pas et
al., 2016, p. 3641). Kucharczyk et al. (2012) revealed that there is a clear need for more
professional development training for educational specialists in the area of evidencebased interventions.
With the objective of implementation science focused on researching and
understanding how to adequately apply innovations and sustainability, Greenhalgh,
Robert, MacFarlane, Bate, and Kyriakidou (2004) predicted that implementation of
evidence-based practices can now move from ‘letting it happen’ to ‘making it happen.’
Kretlow, Cooke and Wood (2012) supported the use of professional development as a
reliable means of conveying evidence-based practices to educators. Moreover, the CEC
recommended at least thirty-six hours of professional development activities per year for
a special education specialist (CEC, 2004).
Outcomes of Professional Development in Special Education
The barometer for measuring high quality research-based professional
development are: (1) alignment with goals and assessments; (2) highlights content and
modeling; (3) active learning; (4) collaboration; and (5) ongoing feedback (DeMonte,
2013). Literature revealed that approximately 73% of educators across the U.S.
participate in various forms of professional development annually (Scotchmer, McGrath,
& Coder, 2005) leading to approximately $20 billion annually spent by U.S. public
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schools (Zhou, 2010). “Although the world of special education continues to evolve,
teacher training and staff development has not increased” (Anders, 2015, p. 16).
DeMonte (2013) reported an extensive history of pitfalls in educational professional
development where content is impractical, unspecific and unlike actual problems faced
by teachers delivered by a consultant who is not associated with the school district. The
criticism of professional development attributed its ineffectiveness to lack of time,
activities and content that translates to meaningful changes in classroom practice
(Loucks-Horsley, Hewson, Love, & Stiles, 1998; Odom, 2008). On the contrary, in their
assessment of professional development outcomes, Sun, Penuel, Frank, Gallagher and
Youngs (2013) claimed that an effective professional development varied between 25 and
40 hours throughout the course of the school year. Yoon and colleagues (2007)
discovered that educators yielded the most positive and significant outcomes when they
spent more than 14 hours in professional development. “An activity is more likely to be
effective in improving teachers’ knowledge and skills if it forms a coherent part of a
wider set of opportunities for teacher learning and development (Birman et al., 2000, p.
29). The most significant outcome however were improvements in student outcomes
based on researches conducted by experts such as university faculty, research assistants,
or curriculum development team (Guskey & Yoon, 2009).
Research Gap on Teacher Emotional Intelligence Training
Literature on stress management revealed the application of emotional
intelligence trainings in various occupational sectors such as medicine, nursing,
pharmacy, legal profession, leaderships, managers, executives, and students, (Bharwaney,
2006; Clarke, 2006, Matthews, Zeidner, & Roberts, 2007), but EI research in educational
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sector is very limited (Batista, 2018). Robitaille (2008) reported lack of literature
exploring the relationship between emotional intelligence and stress management in the
teaching profession. Most researches on emotions focused on teacher-student
relationships or emotions associated with teacher-parents relationship (Lasky, 2000). In a
study of 123 general education teachers and 95 special education teachers, Center and
Steventon (2001) discovered a huge gap in the stress management resources of low and
high scoring teachers. Specifically, teachers scored significantly higher on the need for
stress management on 10 of the 12 primary scales, which were in the areas of SelfDisclosure, Self-Directedness, Confidence, Acceptance, Social Support, Physical Health,
Stress Monitoring, Tension Control, Self-management and Problem Solving.
While the majority of research conducted on educational leadership and emotional
intelligence targeted training school principal and district level administrators, experts
concur that teachers are leaders (Jennings & Greenberg, 2009; Tamblin & Simmons,
2009) and that more researches are needed on teacher’s emotional intelligence (Dixon,
2018). Zembylas (2007b) identified flaws in few educational researches on emotions,
“Missing is a discussion about the appropriate methodologies of investigating emotion in
education” (p. 58). Meyer (2009b) identified obvious gaps in teacher development
programs as it relates to regulation of teacher’s emotions. Meanwhile, Zembylas and
Schutz (2009) recommended training teachers on how to manage emotional difficulties
triggered by occupational stress. Dickey (2012) and Friedman (2014) calls for more
urgency on the topic of EI in the education arena. Gersten et al. (2001) indicated that
researchers have totally ignored variables associated with job longevity. Rather, they
have studied factors relevant to the working environment of special educators that
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translates to increased job satisfaction and greater commitment to the field of special
education. Uitto et al. (2015) supports the idea of exploring the role of emotions in
relation to job satisfaction, teacher burnout and teacher attrition.
Summary
This chapter explored literature review on the history of special education,
ongoing challenges of educating students with disability and the role of the special
education teachers within the educational system. Special education teachers experience
tremendous amount of occupational stress, burnouts and eventually led to high rate of
attrition. The research delved into the framework of emotional intelligence as a stress
management concept and proved to be successful in other business sectors. It was
discovered that there was a gap in emotional education training as a stress management
tool for special educators. A proposed teacher model of emotional intelligence training as
a tool for stress management was designed and was the guiding framework for this
research study.
Synthesis Matrix
A synthesis matrix was developed from a review of the academic literature
(Appendix A). The matrix was used to cross-reference existing studies examining the
nature of stress, burnouts and attrition rate of moderate to severe teachers who teach
special day classes. The matrix also explored impact of occupational stress models and
the theoretical framework of the four emotional intelligence domains. Lastly, the matrix
details emotional relevancy and gap on emotional intelligence in education.
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CHAPTER III: METHODOLOGY
The methodology section delineates the research design, subjects, instruments,
interventions, and procedures used in the study (McMillan & Schumacher, 2010).
Creswell (2014) states that the research methods are ways of collecting, analyzing and
interpreting data that are selected by researchers for their studies. Explanation of the
methodology and procedures used to conduct this study was described in detail. This
chapter comprised of the purpose statement, research questions, research design,
population, target population, sample, instrumentation, validity, reliability, data
collection, data analysis and limitations.
Purpose Statement
The purpose of this qualitative phenomenological study was to describe the
perceived occupational stressors experienced by moderate to severe special education
teachers of special day class (SDC) in Riverside and San Bernardino counties and how
these stressors affect teacher attrition. An additional purpose of this study was to discover
moderate to severe special education teachers of SDC perceptions on the importance of
the emotional intelligence characteristics of self-awareness, self-management, socialawareness and relationship management in their management of occupational stress and
longevity in the teaching profession.
Research Question
What are the lived experiences of special education teachers who teach students in
special day classes with moderate to severe disabilities in Riverside and San Bernardino
counties in understanding and managing occupational stressors and remaining in the
teaching profession?

108

Research Sub-Questions
RQ1: What are the perceived occupational stressors experienced by special education
teachers who teach students in special day classes with moderate to severe
disabilities?
RQ2: What perceived occupational stressors affect decisions of special education
teachers who teach students in special day classes with moderate to severe
disabilities to leave the special education teaching profession?
RQ3: What do special education teachers who teach students in special day classes with
moderate to severe disabilities perceive as important in the four domains of
Emotional Intelligence (self-awareness, self-management, social awareness and
relationship management) for managing their occupational stress?
RQ4: What do special education teachers who teach students in special day classes with
moderate to severe disabilities perceive as important in the four domains of
Emotional Intelligence (self-awareness, self-management, social awareness and
relationship management) for longevity in the teaching profession?
Research Design
“Qualitative designs are just as systematic as quantitative designs, but they
emphasize gathering data on naturally occurring phenomena. Most of these data are in the
form of words rather than numbers, and in general, the researcher must search and
explore with a variety of methods until a deep understanding is achieved” (McMillan &
Schumacher, 2010, p. 23). For this study, a phenomenological approach was chosen as
the best inquiry. Creswell (1998) stated, “A phenomenological study describes the
meaning of the lived experiences for several individuals about a concept or phenomenon”

109

(p. 51). This study explores the phenomenon-moderate to severe special education
teacher’s occupational stressors in an SDC setting. Patton (2015) state that it is important
for the researcher to methodologically capture and explain relationships between people
and some phenomenon through perception, description, memory, or conversation. This
methodology can be realized through extensive interviews with people who are directly
connected to the phenomenon, not a secondhand information. The advantage of this
methodology is it enabled the research problems to be studied within the context in which
they occurred, allowing those who experienced the lived phenomenon to give firsthand
account of their perceptions of those experiences. The purpose of phenomenology is to
translate the lived experience into a description of its essence, allowing for reflection and
analysis (McMillan & Schumacher, 2010). Phenomenological qualitative research inquiry
describes how a particular group of participants-special education teachers with
moderate/severe credentials-manage occupational stressors using the four core emotional
intelligence characteristics in an SDC setting. This study used interviews to gather data
on occupational stressors moderate to severe SDC teachers experience, how stress affects
their longevity, and the role of emotional intelligence on their stress management. An
interview script was developed reflecting the four domains of emotional intelligence and
occupational stressors identified from the literature review. The interviews were
conducted from December 2019 through January 2020. The data were analyzed using the
NVIVO software to identify the study’s themes and findings.
Population
According to McMillan and Schumacher (2010), population corresponds to the
whole group based on specific criteria to which the result of research could be
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generalized. This study’s population was special educators of students with moderate to
severe disabilities in a self-contained classroom setting. Table 1 depicts a total number of
special education teachers in U.S., California, Riverside and San Bernardino Counties. A
2017 breakdown of special education teacher employment, preschool to secondary,
revealed a total of 474,890 nationally and 32,990 in California (U.S. BOL, 2017).
Although, mild to moderate special education teachers also serve in self-contained
capacity, CDE inquiry indicated data were unavailable to differentiate the number of
moderate to severe teachers assigned to special day class. In 2013, Legislative Analysts’
Office publication, Ehlers and Kuhn reported approximately 10% of California students
have disabilities affecting their education. There are estimated 41% of students with mild
to moderate disabilities, compared to 25% of students with moderate to severe disabilities
of all the students with disabilities (Nakama, 2015).

2017
United States: 474,890

2018-2019
California: 39,665.16
2018-2019
Riverside County:
2,731.33

2018-2019
San Bernardino County:
2,480.53

2018-2019
Target District: 120

2018-2019
Target District: 275

Figure 4. Special education full time equivalent teachers’ employment
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U.S. data was extracted on Feb. 20, 2019 from http://www.bls.gov/soc/home.htm.
Riverside & San Bernardino data retrieved from CDE, 2018¬–19 Special Education
Personnel Data Report Technical Assistance Guide (TAG). Downloadable files are
located at: https://www2.ed.gov/about/inits/ed/edfacts/eden/non-xml/fs070-15-0.docx
Note: Report the number of FTE personnel employed or contracted to provide special
education and related services as of December 1, 2018, who meet the California standard
for “certified.
Target Population
The target population entails the entire group of individuals or events that comply
with specific criteria to which the results of a research can be generalized (McMillan &
Schumacher, 2010). The target population focused on special educators of moderate to
severe disabilities in two public school districts within Riverside and San Bernardino
counties in Southern California who are currently assigned to special day classes. The
target population comprised of special educators within the specified districts and
educational setting, to which the researcher wishes to generalize the study findings. Table
9 shows a 2016 comparison chart of special education enrollment percentage in Riverside
county, San Bernardino county and California. Based on the chart, the percentage of
special education enrollments in Riverside and San Bernardino counties are comparable
to the state of California.
Table 9.
Special Education Enrollment: 2016
Locations

Percent

California

11.8%

Riverside County

11.9%

San Bernardino County

12.4%
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Definition: Percentage of public school students receiving special education services
(e.g., in 2016, 11.8% of California public school students were enrolled in special
education).
Data Source: As cited on kidsdata.org, California Dept. of Education, California Basic
Educational Data System (CBEDS), & Special Education Division custom tabulation
(Dec. 2016); National Center for Education Statistics, Digest of Education Statistics.
Sample
Sample refers to a group of individuals drawn from the intended population in
which data are to be collected (McMillan & Schumacher, 2010). Roberts (2010)
recommended, “When you don’t have an opportunity to study the whole group, select a
sample that is representative of the total group in which you are interested” (p. 143). This
study selected two public school districts from Riverside and San Bernardino counties
respectively. In qualitative research, the primary focus is on utilizing information-rich
cases to obtain in-depth understanding of the inquiry under investigation (McMillan &
Schumacher, 2010; Patton, 2015). Therefore, “Purposeful Sampling focuses on selecting
information-rich cases whose study will illuminate the questions under study” (Patton,
2015, p. 264). This allowed the researcher to study the phenomenon in the participants’
natural setting (McMillan & Schumacher, 2010). The study focused on K-12 (elementary
and secondary) district public schools. Based on the limited number of SDC modalities
within Riverside and San Bernardino counties, convenience sampling was also utilized in
the research study because “research participants are selected based on their ease of
availability” (Saumure & Given, 2008, p. 124). Typically, convenience sampling helped
eliminate the lengthy process of securing the targeted population for the research study.
However, convenience sampling did not dilute participants qualification as long as the
participants met the established research criteria or guidelines. Ideally, the qualitative
samples can range from 1 to 40 or more, which is typical when compared with the sample
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needed to generalize to a larger population (McMillan & Schumacher, 2010). Twelve
participants were selected in the research study that met California Teacher Credentialing
(CTC) criteria for moderate to severe disabilities and are currently assigned to teach selfcontained classroom within the selected district public schools of interest. The sample
size selected within Riverside and San Bernardino counties precluded other potential
moderate to severe teachers in California who met the study criteria. Nevertheless,
McMillan & Schumacher (2010) assert that the sample size is quite irrelevant compared
to the researcher’s capability to analyze information richness of the cases.
Sample Selection Process
Homogeneous sampling is a form of purposeful sampling that describes a
particular subgroup in more detail. The sample group is designed to engage people of
similar backgrounds, experiences and participate in a group interview on related issues
that affect them (Patton, 2015). Within the public schools, the term teacher is very broad
and special education teachers, particularly moderate to severe teachers are often an
oversight. This group is homogeneous in nature and their experiences are unique within
the school environment.
Due to the limited number of moderate to severe teachers within the SDC setting,
the study was expanded to K-12 moderate to severe teachers in Riverside and San
Bernardino county school districts. A total of two districts were targeted for this study; 1
district from Riverside county identified as A and 1 district from San Bernardino county
identified as B. The researcher identified 2 schools from each district and 3 participants
from each school for a total of 12 participants. These counties are within a close
proximity and are known as the Inland Empire and was accessible for the researcher to
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conduct a face-to-face interview with potential participants. The CDE provided a list of
special education teachers in Riverside and San Bernardino Counties which aided
participant selection.
Participant Selection
List of special education teachers in Riverside and San Bernardino counties were
populated from the CDE. Although the list was inclusive of moderate to severe teachers
but did not distinguish this population from other special education teachers. In order to
differentiate moderate to severe teachers in SDC classroom from the list of special
education teachers, administrators from the two respective school districts were able to
identify teachers who met the following criteria:
a) Holds preliminary or clear moderate to severe teaching credential in California
b) Must be enrolled in a teacher induction program with a preliminary credential
c) Has at least one year of teaching experience in SDC setting
Three participants were selected from each school for a total of 12 participants. The
selection process was determined based on the following:
1. The homogeneous sample selection began by identifying teachers who met the
established criteria.
2. The researcher secured approval from site administrators to recruit interested
participants.
3. Once approved, all possible participants were contacted via e-mail to secure
willingness to participate in the study {Appendix B}.
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4. From the list of willing participants, three participants from each school were
selected based on principal recommendation on their background and experience
related to the nature of the study.
5. Upon confirmation to participate, an invitation and consent forms were distributed
accordingly {Appendix C}. In some cases, participants were also contacted
personally by phone or in person.
6. Participants’ privacy and confidentiality were maintained throughout the research
process. All data collected would be stored in a password-protected electronic
files or in locked file cabinet for a period of 3 years. The researcher will have sole
access to stored information and all data would be destroyed at the end of the 3year period.
7. If a participant declined to participate, the researcher used the same selection
process to recruit a replacement.
Instrumentation
According to McMillan & Schumacher (2010), instrumentation refers to a way in
which altering of the instruments or the method of data collection by the research person
might affect the results. In essence, the research instrument is designed as such that it can
be used to replicate the same study at a different setting. Therefore, the research
instrument is vital to data collection, analysis of data and the eventual findings. In a
qualitative research design, the researcher is proclaimed as the primary instrument of the
study (Patten, 2012; Patton, 2015). Meanwhile, this can create ambiguity and possibility
of subjectivity and bias from the researcher on the particular research study. Pezalla,
Pettigrew, and Miller-Day (2012) declared that the unique personality, traits, and
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interview techniques and styles of the researcher may persuade how data are collected.
For this research, interview questions were formulate based on the literature review
protocol. Furthermore, committee members provided guidance to determine proper
interview structure and alignment. Patton (2015) states that the overarching purpose of
the study intertwines with inquiry questions that leads to a purposeful sampling method.
The literature review revealed significant amount of research on the four domains
of EI (Self-awareness, self-management, social awareness, and relationship management)
and occupational stress. However, there was little empirical research concerning teacher
EI and the four domains of EI relative to occupational stress management and longevity.
For this study, the researcher applied EI concepts from the literature review and aligned
the four domains with the research questions to develop the interview questions. There
was a total of 11 interview questions {Appendix D}; 8 questions were structured to
address the importance of EI on stress management and teacher longevity {see Table 10}
while the other 3 questions were designed to answer the research questions pertaining to
occupational stressor, attrition and longevity. By identifying occupational stressors,
attrition factors, the importance of EI on teacher’s stress management and the potential of
teacher longevity was a major framework of this research investigation. Once drafted, the
interview questions were reviewed, edited, resubmitted, and then approved by the
committee. The interview protocol {Appendix E} along with the informed consent for
and other documentation were subsequently submitted to the Brandman University
Institutional Review Board (BUIRB) for approval prior to interview and data collection.
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Table 10.
Question by Domain
Domain
Self-Awareness

Stress Management Questions
How has your ability to perceive

Longevity Questions
How will your understanding

and understand your own emotions of your own emotions help

Self-Management

helped you manage occupational

you to maintain longevity in

stressors?

the teaching profession?

How has being able to act-or-not

How will your ability to act-

act on your emotional reactions

or-not act on your emotional

helped you manage occupational

reactions help you maintain

stressors?

to longevity in the teaching
profession?

Social Awareness

How has being able to accurately

How will your ability to pick

pick up on emotions in other

up on emotions of other

people helped you manage

people help you to maintain

occupational stressors?

longevity in the teaching
profession?

Relationship

How has being able to interact in a

How will interacting

Management

positive or negative way with

positively or negatively with

other people helped you manage

other people help you to

occupational stressors?

maintain longevity in the
teaching profession?

118

Field Test of Interview Questions
Fieldwork encapsulates qualitative inquiry. It permits the researcher to make
direct contact with participants in their natural environment and capture the phenomenon
(Patton, 2015). Prior to the actual interview, the researcher conducted a pilot interview
with a participant who met the research criteria but was excluded from the actual study in
itself. A qualitative research expert observer was available during the pilot interview.
Both the expert observer and the interviewee provided useful feedback {Appendix F} on
the interview questions, format, setting and the procedures. The field test process
provided clarity and helped eliminate ambiguity. The researcher gained valuable insight
on interviewing skills and took account to all suggested recommendations. By having
multiple perspectives and feedback on interview question and protocol, the research study
improved upon its validity and reliability.
Validity
“In qualitative research, validity is the degree to which qualitative data accurately
gauge what we are trying to measure” (Gay, Mills & Airasian, 2009, p. 375). While there
is no instrument that can yield 100% validity, the researcher used multiple sources to
examine the instrument by cross referencing the interview and research questions to
assure proper alignment and accurate measurement of data can be obtained. This method
ensures that the interpretation of data reflects mutual understanding from the researcher
and participants point of views. Moreover, the research questions were constructed from
the four domains of EI, specifically from Bradberry and Greaves’s Emotional Intelligence
2.0 which reveals content validity. According to Gay et al. (2009), qualitative researchers
can develop trustworthiness in their research by accounting for credibility, transferability,
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dependability and confirmability. Furthermore, the researcher used various strategies to
further enhance validity in this qualitative research study. These strategies were
multimethod strategies, participant language and verbatim accounts, mechanically
recorded data and participant review.
Multimedia Strategies
Multimedia sources allow for similarities in findings or analysis of data. For this
research study, participant interview was the primary source of data collection. However,
the researcher also used observation and collected artifacts such as meeting notes,
agendas, e-mail communications, vision statements, newsletters and calendars from
participants natural settings. This method is referred to as triangulation of data to “yield
different insights about the topic of interest and increase the credibility of findings”
(McMillan & Schumacher, 2010, p. 331).
Participant Language and Verbatim Accounts
Participants used for this research study come from various backgrounds and
ethnicities. McMillan and Schumacher (2010) suggest phrasing words in the informant’s
language and not in abstract social science verbiage. It was important for the researcher
to document participant’s response in ‘words for words’ to enrich data collection and
reduce the probability of error in translation or altering of contextual meaning. Participant
language and verbatim accounts resonated well to participants during participant review
phase.
Participant Review
Participant review is essential for data verification and accuracy in data analysis.
It is customary for a researcher to ask the participant to review a transcript or synthesis of
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data collected from him or her (McMillan & Schumacher, 2010). Therefore, participants
in this research study were given the opportunity to review transcripts, modify or make
suggestions wherever they perceived misunderstanding or inaccuracy. After participant
review, the researcher made all necessary changes to assure the validity of the research
study.
Reliability
Reliability refers to consistency in measuring what is intended to be measured
(Gay, Mills & Airasian, 2009). As Creswell (2014) simply puts it, reliability is
determined from replicating the study by different researchers and different projects.
Generally, the instrument used to collect data is the constant factor in reliability. Gay et
al. (2009) indicate that reliability is dependent on utilizing the same technique overtime.
The researcher addressed areas of reflexivity, triangulation and intercoder reliability to
enhance the reliability of this study.
Reflexivity
Reflexivity implies to researcher’s self-examination, political consciousness,
cultural diversity, and understanding of one’s perception (Patton, 2015). The absence of
reflexivity creates subjectivity and bias opinion from the researcher. The researcher in
this study is an administrator at a K-12 special education school and directly supervises
and oversee moderate to severe teachers in an SDC setting. The researcher is cognizant of
potential bias opinions and how it could impact interpretation of data. To mitigate
researcher bias, the researcher applied peer debriefer, field log and reflex journal
strategies. The expert observer served an important role as the peer debriefer and assisted
the researcher to understand his perspective as it relates to the research inquiry
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(McMillan & Schumacher, 2010). The researcher also maintained a detailed field log
with chronological records of events and activities. This helps the researcher to recall
accurate account of data as it unfolds. Furthermore, reflex journal helped the researcher
to track ideas and personal feelings. This process was instrumental in making rational
decisions during the emergent design phase.
Intercoder Reliability
Gay et al. (2009) assert that subjective scoring of open-ended qualitative research
questions could result in errors in measurement. Henceforth, McMillan and Schumacher
(2009) used the term ‘agreement’ when two or more persons agree on what they have
seen, heard or rated. Researchers should be wary of reliability below .70. For this
research, a peer rater was chosen to further analyze the codes that emerged from data
collection with the standards of agreement set at .80%. The peer rater and the researcher
both rated above the set standard. This method of intercoder reliability assured the
reliability of the research and also solidified the validity of data collection.
Data Collection
Data collection enables the qualitative researcher to obtain pertinent information
from participants point of views in various modalities. Creswell (2014) identifies
interviews, observations and review of artifacts as credible methodologies of data
collection. Prior to the data collection phase, the researcher submitted Chapters I-III,
required appendices, forms, along with the application to Brandman’s University’s
Institutional Review Board (IRB) for approval. The researcher also completed the
National Institutes of Health (NIH) certification for protection of human research
participants {Appendix G}.
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Interview Process
Once approved by Brandman University IRB, participants in this research study
were each issued three documents for review: the definitions of the four EI domains
{Appendix H}, the Brandman University Institutional Review Board (IRB) Research
Participant’s Bill of Rights {Appendix I} and the Informed Consent and Audio
Recording Release {Appendix C}. The researcher encouraged participants to thoroughly
review the documents pertaining to research purpose, individual rights, study procedure
and addressed any potential misunderstanding.
The researcher was able to secure consent from all participants. After retrieving
consent forms from participants, interview was scheduled at the convenience of the
participants. The researcher worked collaboratively with the participants and site
administrators to determine interview dates, times and locations. It was important that the
interview sessions took place at a relaxed atmosphere that was familiar to the
participants.
The interview meetings were scheduled for approximately 60 minutes, guided by
the 11 semi-structured and open-ended interview questions. During the interview
meeting, the researcher explained the purpose of the research study to each participant.
The interview was conducted face to face which allowed the researcher to build rapport
with participants. This process allowed the researcher to pick up on participants’ body
languages, postures, physical cues and facial expressions. The researcher used these
expressions to ask probing or follow up questions. McMillan and Schumacher (2010)
support probing as an important skill for clarification which can also widen or deepen the
phenomenon or lead to new discoveries.
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Interview meetings were recorded on two password-protected micro voice
recorders. One recorder served as a backup and the other as the primary recorder. The
recording was an important data collection tool and helped the researcher to accurately
transcribe data based on participants language and verbatim accounts. After data
collection, participants reviewed the data to confirm reliability and validity. The
researcher subsequently used NVivo web-based software program to create codes and
themes.
Observations
In qualitative research approach, observation is the most useful and effective data
collection method which allows researcher to gather data by watching participants in their
natural environment without altering or manipulating it (Gay et al., 2009). The one caveat
with observation is that the behavior of the subjects might be affected by the presence of
the observer (McMillan & Schumacher, 2009). However, the role of the observer might
alleviate concern surrounding subject’s behavior. Gay et al. (2009) classify such roles as
(1) active participant observer, (2) privileged active observer and (3) passive observer.
The researcher in this study assumed a passive observer role to avoid influencing
the natural setting or participants’ behaviors. The researcher was able to schedule an
observation in the classroom setting to capture the participants in their natural
environment and how they applied EI concept when they experienced occupational
stressors. The researcher engaged in continuous observation by recording details of
participants’ behaviors in a chronological order. The observation was scheduled for one
day from the start of class until school dismissal. Each participant was observed
separately. The duration of the observation was lengthy to allow the researcher to observe
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the participant in its natural setting. To ensure reliability and validity, the researcher used
low inference observation which “require the observer to record specific behaviors
without making judgments in a more global sense” (McMillan & Schumacher, 2010, p.
209). The observation document was transcribed based on the alignment of interview
questions. The researcher coded and discovered themes that answered the research
questions.
Artifacts
Artifacts are actual manifestations that elucidates people’s experience,
knowledge, actions and values (McMillan & Schumacher, 2010). Often, artifacts can be a
symbolism of something significant for an individual within the organization. The
researcher was able to communicate to participants; the need to obtain artifacts that added
meaning or in-depth knowledge to the phenomenon. The researcher collected artifacts in
the form of dairies, email communications, meeting agendas, vision statements,
newsletter and various other forms. These artifacts were analyzed and coded for themes.
The three data collection methods: interviews, observations, and review of artifacts were
analyzed for data triangulation, and further enhanced the validity and reliability of the
study (Creswell, 2014; Noble & Smith, 2015; Patton, 2015).
Ethical Considerations
Ethical consideration was at the utmost priority of this research study. While
participants were able to give their consent, the researcher has the obligation to protect
human rights. Creswell (2014) revealed possible ethical issues such as breach in
confidentiality, not adhering to informed consent regulations, and limited benefits versus
the risks of research.
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Throughout the study, the researcher upheld the ethical standards of Brandman
University. All participants’ information was kept confidential and stored in a locked
cabinet located at the researcher’s place of resident. Fictitious names were issued to
participants and their places of employment to protect their privacy and adhere to
established guidelines. Informed consents were granted prior to interviews and
participants were reminded that participation was voluntary and could be terminated at
any time.
Data Analysis
McMillan and Schumacher (2010) state that the researcher must give
retrospective account on data synthesis and show the general analytical steps. Data
analysis was performed after the data collection process. The interview transcripts,
observation logs and artifacts were reviewed to provide comprehensive findings.
Moustaka’s (1994) model of data analysis provided the following steps:
1. Transcribe interviews and list all relevant expressions
2. Reduce experiences into the invariant constituents
3. Cluster themes create core themes
4. Compare themes across multiple data sources
5. Craft individual textural descriptions of participants
6. Construct individual structural descriptions
7. Construct composite structural descriptions
8. Synthesize the texture and structure descriptions into an expression
These data analysis steps were followed judiciously using NVivo software
programmer to code major themes. According to McMillan and Schumacher (2010),
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coding helps the researcher to organize or reference units of text. The researcher
thoroughly examined the 11 semi-structured and open-ended interview questions
produced by the 12 participants from 2 districts in Riverside and San Bernardino counties
for patterned codes and common themes. To avoid triviality, the researcher established a
minimum quota of 8 themes, but was willing to go higher if more themes emerged from
data analysis. The researcher also evaluated observation logs and artifacts for themes and
patterns and was able to triangulate data collected from all three sources.
Inter-rater reliability was used in the form of a peer researcher to examine all
three data sources-interview-observation-artifacts due to the possibility of research bias.
Since the researcher is the primary instrument in qualitative studies, research bias is
unavoidable (Patton, 2015). A peer researcher assisted with double-coding 10% of the
data extracted by the primary researcher with 80% agreement acceptability for a
qualitative study. This process enabled the researcher to confirm reliability and validity
for data analysis.
Limitations
Research study limitations often point to the ability to generalize the study but
does not necessarily weaken the validity (Patton, 2015). Moreover, the strength of a
qualitative study lies on the in-depth knowledge of a particular phenomenon studied. This
study was limited to moderate to severe special education teachers in an SDC setting
located in Riverside and San Bernardino counties, popularly known as the Inland Empire.
The use of convenience sampling limits study generalization and findings are limited
specifically to participants’ characteristics, traits and demographics in this research study.
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Summary
The phenomenological qualitative research design focused on the lived
experiences of moderate to severe special education teachers in an SDC setting in both
Riverside and San Bernardino counties. Chapter III restated the purpose statement and
research questions. The methodology entailed construction of an instrument in the form
of interview questions adapted from Bradberry and Greaves’ emotional intelligence
framework. The researcher aligned the interview questions with the research questions to
delve further into the research purpose. Data was collected through interview,
observation and artifacts methods. All data sources were triangulated for common themes
and findings. The chapter further discussed validity, reliability and limitation of the
research study. Chapter IV will report the study findings and analyses. Finally, Chapter V
will reveal a summary of the findings, conclusions, implications for action and
recommendation for future research.
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CHAPTER IV: RESEARCH, DATA COLLECTION, AND FINDINGS
Overview
This chapter reviews the data collected through the 11 semi-structured interviews
held with special education teachers who teach moderate to severe teachers in an SDC
setting within Riverside and San Bernardino counties. They provided perspectives on the
importance of emotional intelligence, using the four domains of self-awareness, selfmanagement, social awareness and relationship management on their stress management
and longevity. In addition, the document identified their current occupational stressors
and how it affects their decisions to leave the teaching profession. The chapter begins
with a review of the purpose statement, research questions, methodology, data collection
and population sample. Then, the demographic data are presented with the breakdowns of
sample by county and gender. Furthermore, themes that arose are reviewed, with
examples of each as quoted by the participants as well as frequency charts. A comparison
between occupational stressors and longevity are presented as well as an overall summary
of the themes and patterns of all data.
Purpose Statement
The purpose of this qualitative phenomenological study was to describe the
perceived occupational stressors experienced by moderate to severe special education
teachers of special day class (SDC) in Riverside and San Bernardino counties and how
these stressors affect teacher attrition. An additional purpose of this study was to discover
moderate to severe special education teachers of SDC perceptions on the importance of
the emotional intelligence characteristics of self-awareness, self-management, social-
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awareness and relationship management in their management of occupational stress and
longevity in the teaching profession.
Research Questions
What are the lived experiences of special education teachers who teach students in
special day classes with moderate to severe disabilities in Riverside and San Bernardino
counties in understanding and managing occupational stressors and remaining in the
teaching profession?
Research Sub-Questions
RQ1: What are the perceived occupational stressors experienced by special education
teachers who teach students in special day classes with moderate to severe
disabilities?
RQ2: What perceived occupational stressors affect decisions of special education
teachers who teach students in special day classes with moderate to severe
disabilities to leave the special education teaching profession?
RQ3: What do special education teachers who teach students in special day classes with
moderate to severe disabilities perceive as important in the four domains of
Emotional Intelligence (self-awareness, self-management, social awareness and
relationship management) for managing their occupational stress?
RQ4: What do special education teachers who teach students in special day classes with
moderate to severe disabilities perceive as important in the four domains of
Emotional Intelligence (self-awareness, self-management, social awareness and
relationship management) for longevity in the teaching profession?
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Research Methods and Data Collection Procedures
A phenomenological study design was used to describe the meaning of the lived
experiences (Creswell, 1998) for special education teachers who teach students with
moderate to severe disabilities in an SDC setting within Riverside and San Bernardino
counties as it relates to the phenomenon of emotional intelligence on management of
occupational stressors and longevity.
This methodology was executed through the design of a semi-structured interview
process which allowed the researcher to conduct extensive interviews with people who
are directly connected to the phenomenon. Through this methodology, special education
teachers who teach students with moderate to severe disabilities provided firsthand
perspectives on the importance of emotional intelligence on stress management and
longevity in an SDC setting. Participants’ lived experiences were translated into a
description of its “essence,” allowing for reflection and analysis (McMillan &
Schumacher, 2010). The researcher observed participants in their natural setting by
taking a passive role. The observation document was transcribed based on the alignment
of interview questions. The researcher coded and discovered themes that answered the
research questions. Lastly, participants provided artifacts in the form of dairies, email
communications, meeting agendas, vision statements, newsletter and various other forms.
The three data collection methods: interviews, observations, and review of
artifacts were analyzed for data triangulation, and further enhanced the validity and
reliability of the study (Creswell, 2014; Noble & Smith, 2015; Patton, 2015).
The researcher sent out a request to conduct research email to public school site
administrators in Riverside and San Bernardino counties based on the information
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obtained from the California Department of Education (CDE) website for each district.
Attached to the email was a site permission letter and an official invitation letter
{Appendix B} to special education teachers who teach students with moderate to severe
disabilities in an SDC setting. The invitation letter explains in detail the nature of the
study. Site administrators generated a list of potential participants and emailed to the
researcher. Once participants agreed to be interviewed, the researcher reviewed the
research criteria to ensure that participants met the established guidelines. The informed
consent and confidentiality form {Appendix C} and bill or rights {Appendix I} were
reviewed and signed by participants prior to beginning the interview.
The researcher then scheduled an interview with each of the 12 participants in a
neutral and safe environment and a time that was convenient for them. The researcher
then engaged in semi-structured interviews with a total of 12 special education teachers
that teach students with moderate to severe disabilities in an SDC setting within
Riverside and San Bernardino counties (six teachers from each county respectively) using
the referenced interview script and protocol {Appendix D}. Questions were constructed
using Bradberry and Greaves’s (2009) book, Emotional Intelligence 2.0, focusing on the
four domains of emotional intelligence: self-awareness, self-management, social
awareness, and relationship management (also known as social management). The
interview questions were created to elicit their perspectives on the importance of
emotional intelligence domains on their stress management and decision to leave the
teaching profession (longevity).
All participants consented to the audio recording before and during the interview.
Each interview was recorded using Audio Recorder and backed by a digital audio device.
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Eleven participants were interviewed face to face and one participant was interviewed
over the phone at participant’s request. Interview sessions lasted between 40 to 65
minutes with an average of 45 minutes. During the interview sessions, the researcher took
reflective notes. Once interviews concluded and were made available, the researcher sent
the transcribed data via email to the participants to review it for accuracy. A time limit of
one week was established for participants to respond to the interview transcript.
A total of five observations were captured; three at Riverside county and two at
San Bernardino county. The researcher established a guideline to limit the number of
observations due the similarities in student disabilities, program modalities and the nature
of student behaviors as long as the elementary, middle and high school levels were
captured in the process. Each observation varied in times according to bell schedules and
planned activities. The researcher assumed a passive role while observing staff meeting,
instructional time, circle time, lunch transition and vocational activity and dismissal time.
In addition, a total of 82 artifacts were collected and 77 artifacts were used for
coding and data analysis. The other 5 artifacts were originally collected in connection of
emotional intelligence application within the classroom and school setting but did not
match the themes that were used for data analysis. Once all interviews and observations
were completed, each interview transcriptions, observations and artifacts were then coded
in order to produce themes and patterns. An interrater compared their coding results.
After some discussion, the interrater agreed with the research’s interpretation of themes
identified, and they determined that there was interrater reliability.

133

Population
The primary focus of this research study was special education teachers who teach
students with moderate to severe disabilities in an SDC setting. Special education field is
so broad that it is often difficult to distinguish mild to moderate or moderate to severe
teachers and their areas of specialty. Based on the ambiguity, the work of special
education teachers in moderate to severe SDC setting is often overlooked or understated.
In order to be considered for this research study, participants were screened to ensure
they met the following criteria:
a) Holds valid preliminary or clear moderate to severe teaching credential in
California
b) At least one year of teaching in an SDC setting within Riverside or San
Bernardino counties
c) Aged 24-65 years old
All 12 participants met the research criteria and were from public school districts in
Riverside and San Bernardino Counties. However, it was a shock to discover that most
schools had only one or two moderate to severe SDC classrooms. Therefore, it was
difficult to recruit all three teachers from one school as originally proposed. The
researcher adjusted and was able to recruit teachers who met the study criteria from one
district and three public schools respectively in both Riverside and San Bernardino
counties.
Sample
“Purposeful Sampling focuses on selecting information-rich cases whose study
will illuminate the questions under study” (Patton, 2015, p. 264). The researcher selected
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special educators of students with moderate to severe disabilities based on their unique
experiences in an SDC setting and teachers were able to provide their perspectives on the
importance of emotional intelligence on stress management and longevity. Purposeful
sampling allowed the researcher to study the phenomenon in the participants’ natural
setting (McMillan & Schumacher, 2010). The study focused on K-12 (elementary and
secondary) district public schools. Based on the limited number of SDC modalities within
Riverside and San Bernardino counties, convenience sampling was also utilized in the
research study because “research participants are selected based on their ease of
availability” (Saumure & Given, 2008, p. 124). Convenience sampling did not dilute
participants qualification as long as the participants met the established research criteria
or guidelines. Twelve participants were selected in the research study that met California
Teacher Credentialing (CTC) criteria for moderate to severe disabilities and are currently
assigned to teach self-contained classroom within the selected district public schools of
interest.
The homogeneous sample selection began by identifying teachers who met the
established criteria. Homogeneous sampling is a form of purposeful sampling that
describes a particular subgroup in more detail. The sample group is designed to engage
people of similar backgrounds, experiences and participate in a group interview on
related issues that affect them (Patton, 2015). Special education teachers who teach
students with moderate to severe disabilities are considered homogeneous group and their
experiences are unique within the school culture.
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Demographic Data
In maintaining participant’s confidentiality, data were reported without revealing
individual identify or school of affiliation. Furthermore, the participants were each issued
an identifier code and demographic data such as participant’s age, years of experience
were presented in range format. Table11 shows the gender breakdown of each teacher
from Riverside and San Bernardino counties. Moreover, Table 12 gives detail
information on the demographics of study participants.
Table 11.
Participants Gender by County
Gender
Male

Riverside
3

San Bernardino
2

Female

3

4

Total Participants

6

6

Table 12.
Description of Participants
Participant #
Participant 1
Participant 2
Participant 3
Participant 4
Participant 5
Participant 6
Participant 7
Participant 8
Participant 9
Participant 10
Participant 11
Participant 12

Years of experience
9
3
8
18
20
14
17
2
5
34
11
8

Number of Students in SDC class
11-20
0-10
11-20
11-20
11-20
11-20
11-20
11-20
11-20
11-20
11-20
0-10
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Age range
40-50
30-40
40-50
40-50
50-60
40-50
40-50
40-50
30-40
60-70
50-60
50-60

Data Analysis by Demographic Data
Table 11 revealed equal representation of participants by gender from both
Riverside and San Bernardino; having 6 from each county respectfully. There was a total
of 7 female and 5 male participants from both Riverside and San Bernardino counties.
Teacher ages ranged from 32-60 years with an average of 45.16 years old. The average
age was determined by adding the ages of all participants and diving by the 12
participants.
SDC class sizes and characteristics. All teachers had at least 10 students in their
classes with the exception of two teachers. Class sizes ranged from 8-19 with an average
of 13.08 students. For this study, 3 elementary schools, 2 middle schools and 7 high
school teachers participated in this study in both Riverside and San Bernardino counties.
Students primary disabilities were described as Autism, Emotional Disturbed, Other
Health Impairment, Speech and Language Impairment, Specific Learning Disability,
Orthopedic Impairment, Multiple Disability, Traumatic Brain Injury, Mental Health,
Intellectual Disability and Down Syndrome. These diagnoses were consistent across the
board in the various school settings.
Years of experience. Years of teacher experiences in Table 12 revealed
participants longevity in this research study. Years of experience ranged from 2-34 years
with an average of 12.41 years. Teachers from Riverside county had an average of 11.83
years, while teachers from San Bernardino county had an average of 13 years. The
consistency in teacher years of tenure was from both counties of study.
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Data Analysis of Occupational Stressors in Research Questions
In addition to perceptions of special education teachers who teach moderate to
severe students with disabilities on the importance of emotional intelligence using the
four domains (self-awareness, self-management, social awareness and relationship
management) on occupational stressors and longevity, they also provided detailed
account of prior or current occupational stressors. Moderate to severe teachers also
shared their perceived occupational stressors that will affect their decisions to leave the
teaching profession. Table 13 shows participants’ responses on occupational stressors and
factor that will influence decision to leave the teaching field. Figure 5 depict participants’
responses on occupational stressors they have experienced or currently experience in an
SDC setting. Additionally, teachers’ perceived occupational stressors that can affect their
decision to leave can be discovered in figure 6.
Table 13.
Participants Responses on Occupational Stressors and Factors to Leave Teaching
Profession
Identified Occupational Stressors

Stressors Affecting Decision to Leave
Teaching Profession

Lack of administrative support
Conflict with General Education teachers
in mainstreaming teachers
Parent-demanding; uncooperative
Paperwork
Parents-unrealistic
Student behavior
Lack of support from
administrator/district
Time constraint

Lack of administrative support

Lack of resources-curriculum

Lack of resources

Unspecified due to longevity

Paperwork
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Paperwork
Time constraint
Student behavior
Lack of support from the district
Student behavior
Instructional aides-lack of support
Parents
Time constraint

Paperwork
Time constraints
Lack of administrative/district support

Instructional aides
Parents
Student behavior
Parents
Instructional aides
Time management

Instructional aides

Student behavior
Lack of support from colleagues
Paperwork-lack of training

Student behaviors
Lack of support from colleagues
Student behavior

Lack of support from administrators

Lack of administrative support

Instructional aides
Paperwork
Lack of administrative support
Time management

Figure 5. Identified occupational stressors by moderate to severe teachers.
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Figure 6. Moderate to severe teachers perceived occupational stressors affecting decision
to leave teaching profession.
The shared occupational stressors were based on the frequency mentioned by all
participants. Student behavior and parents were the highest factors at 19% of
occupational stressors highlighted by teachers. Time constraint ranked second with 15%
of the response. Paperwork and conflict with instructional support were at 12%, lack of
administrative support at 11%, lack of support from colleagues at 8% and lack of
resource was the lowest at 4%. Two of the novice teachers disclosed that paperwork was
their biggest stressors. One participant intimated, “I think the biggest stressor I have
would be the paperwork…I think it's a lot, but the other part is not being trained well
enough to be able to complete it or know you're completing it properly.” However, an indepth analysis revealed that the major reason that will influence moderate to severe
teachers’ decisions to leave the teaching profession is lack of administrative support by
far at a 31% rate. One Participant explained this phenomenon further:
Administrator’s lack of support and their lack of knowledge with mod/severe. I
understand that not everyone has a background in it, but I don't feel that they're
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taking the time to really get to know what we do back there. We're kind of in the
back of the school at our school in our little gated world. They are not making it a
better climate for us with the rest of the school; not making us feel inclusive; not
standing up for us against the resistance…like for our kids to mainstream. Not
including us, we are always the last on the list or left off on things. For instance,
today was Read Across America and they had list of readers that were going to
come to the class to read to the kids. Mine and my partner, the teacher next door
to me was not on the list. Like the librarian noticed and say, “hey we have to get
them,” like stuff like that.
Furthermore, another participant elucidated the frustration of administrative lack of
support….
Even though we are the ones who have the credential and the profession
experience, it's so easily for somebody to step in and say this is what you should
be doing, even though they may not have the same experience or the same
credentials or anything, you know, so, how easily it is to come, you know, for
different people who say this is what you should be doing and some of them don't
even have education credentials or anything.
A participant captured the essence of administrator’s support and valuing teachers:
“When you don't have support from someone that supposed to look out for you. I think
that it just makes you not feel valued and makes you to want to look for something
different. When you are feeling like you're not appreciated or supported.” A teacher’s
perception of the level of administrative support equates to teachers feeling valued and
increases the willingness to stay. While variables such as student behavior, parents and
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time constraint were higher and paperwork and conflicts with instructional supports were
equal to lack of administrative support on teachers’ occupational stressors lists, it wasn’t
near the contributing that may lead to teacher attrition. One participant shared that
although occupational stressors could be detrimental, however, the decision to leave
could be compromised based on the many years of service…..
At that point in your career, like I think the more longevity you have, the longer
you've been in… I don't think like a stressor necessarily is going to get you to exit
your profession because there are some considerations at a certain point and that
is like retirement, It's…how much you're making relative to what you'll make if
you leave and go do something else.
Data Analysis of Common Themes in Research Questions
The researcher searched for developing themes while reviewing the interview
transcripts of all 12 participants and the 5 observations. All transcripts and observations
were loaded into NVivo software for detailed coding. Moderate to severe teachers’
perceptions of the importance of emotional intelligence focused on occupational stressors
and longevity variables. It was important that the researcher identified common themes
on emotional intelligence domains (self-awareness, self-management, social awareness
and relationship management) as it relates to both occupational stressors and longevity
variables. The researcher thoroughly reviewed each transcripts and observations going
line by line and word for word to identify themes that answered the research questions.
The researcher established a minimum guideline of 10 frequency counts for any emerging
theme for this research study. This process yielded 37 themes and 764 frequencies. The
next phase was to group the subthemes into more overarching themes and classify them
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into broader concepts. This process yielded 11 overarching themes for both occupational
stressors and longevity variables (see Table14). A comparison of occupational stressors
and longevity variables charts show the number of subthemes and total frequencies (see
Figures 7 and Figure 8).
Table 14.
Emotional Intelligence Themes
Overarching Themes
Common Themes
Avoiding emotional reactions Don’t take things personal;
exercise patience and self-control;
experience comes with time;
take time to process your thoughts
before responding
Coping strategies

Sources
17

References
61

Develop and exercise regimen or a
positive outlet; separate work and
home life; take one-day at a time
approach

16

53

Approachability and reflective
listening; recognize non-verbal cues in
self and others; set clear expectations
and healthy boundaries; share or vent
your feelings with trusted people

39

110

Empathy

Compassion towards parents who have 10
children with disabilities; seeing things
other’s perspective

36

Flexibility and adaptability

Accepting things that are out of your
control; be open to feedback and
adjust accordingly; be willing to let
things go; expect the unexpected;
know your student’s and how to better
support them

81

Effective communication

Friendly work environment

Celebrate small victories; create a
family atmosphere; show gratitude
and appreciation to others; supportive
and trusting relationships
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21

24

109

Mental breaks

Planning and prioritization

Reflective practice

Spiritual mindfulness

Know when to switch out; reset and
start afresh
Advocate for your students; avoid power
Struggles that lead to emotional danger
zones; be proactive not reactive; plan
ahead or create to do list
Conduct daily check ins and journal
writing; honest self-assessment and
constructive criticism; implement
corrective actions for improvement
Apply positive self-talk and affirmations;
practice what you preach

12

35

19

69

23

65

23

38

Team building & collaboration Bring humor to the classroom; emphasis 19
on positive attitude and interactions;
promote caring and nurturing environment;
rely on your support system to get you
through difficult times

107

An illustration of Figure 7 shows the distribution of themes for each EI domains
in relative to occupational stressors and longevity variables. In terms of self-awareness
domain, longevity had 6 subthemes while occupational stressors had 7 subthemes in the
self-management domain. Further analysis reveals that occupational stressors variable
had 57% frequency count (432) while longevity had 43% (332), placing more emphasis
on the occupational stressors. Moreover, Figure 9 shows alignment of themes from each
variable with EI domains.

144

Figure 7. Number of themes in each variable.

Figure 8. Frequency count for coded themes in each variable.
Emotional Intelligence Themes for Managing Occupational Stressors
“Emotional intelligence is the ‘something’ in each of us that is a bit intangible. It
affects how we manage behavior, navigate social complexities, and make personal
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decisions that achieve positive results” (Bradberry & Greaves, 2009, p. 17). SelfAwareness and self-management domains address personal competence while social and
relationship management addresses social competence of emotional intelligence.
Emotional intelligence themes of managing occupational stressors were 57% (432
frequencies) of the total EI frequencies. These themes summarized EI characteristics of
self-awareness, self-management, social awareness and relationship management on
managing occupational stressors as it relates to moderate to severe teachers in SDC
setting.
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Figure 9. Variable themes alignment with EI domains.
Effective communication. Effective communication addresses social awareness.
This area is the highest EI theme for managing occupational stressors. It has 4 combined
subthemes for 110 frequencies from 39 total sources (12 interviews, 5 observations and
22 artifacts). All participants commented on effective communication as a critical aspect
of social awareness in raising one’s level of consciousness within their imminent
surroundings. According to Harvey and Drolet (2006), “The difference between ‘poor’
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and ‘better’ lies in the communication process” (p. 99). In an SDC setting, there are so
many moving parts and teachers need to be socially competent to survive the adverse and
demanding work environment.
Set clear expectations and healthy boundaries. Teachers discussed the
importance of setting clear expectations and maintaining healthy boundaries. One of the
teachers laid out his expectations:
It would be related to anyone who's working and just certain expectations that you
would have for an employee such as coming to work on time, you know, coming
back from lunch on time, working during the day on what you're supposed to be
working on and not being on the phone, you know, so that’s not any different than
anywhere else.
Another participant said, “People work better when they know what to expect and I work
better when I know what to expect for myself.” Social competent teachers know the
expectations and hold themselves and others accountable. Effective communication is not
limited between teacher and staff but also extends towards students. One participant
confirmed, “You have to be able to communicate effectively with your students and if
you're in a heightened state of emotional distress at the time, the communication is going
to break down.” One teacher pointed that staff-student communication is important in
“making sure that the students understand that you have high expectations and they're
going to meet them.” This was evident in an observation:
The teacher and the aide were socially aware of the “one person at a time” rule
and enforced it right away. This allowed the students to get water without
disrupting the scheduled classroom activity.
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Also, in one of the SDC classrooms was a posted self-talk artifact on the classroom wall
that stated, “I’m a great listener.” A particular participant highlighted the benefit of
effective communication, “And when you have a good team and you're able to
communicate with them and they're able to, you know, we're both able to see where the
line is.”
Share or vent your feeling with trusted people. Participants also shared how
sharing their feelings or venting has been a benefit. Bottled feelings can fester and
eventually explode. Here is how one participant dealt with her emotions, “Usually, I like
to talk it out. Sometimes, getting another perspective or even just venting.” Another
participant said what allows other teachers to come to her is that… “I listened and I
genuinely listen and that I do not judge them.” Teachers are socially conscious and know
who to talk to about their feelings and those judgmental people to avoid. Therefore,
creating a neutral and safe environment matters. A participant revealed that staff meeting
is usually a good place staff can “talk about how they're feeling and that's encouraged.”
Recognizing non-verbal cues in self and others. Teachers also shared the
importance of recognizing non-verbal cues in themselves and others, especially in those
who are reluctant in sharing their feelings. In terms of self, the non-verbal messages one
project can be picked up by others just as much as you can pick up on other people’s
body language. “There's times when I'm frustrated and they can see it…. they know when
I’m very fed up with them,” said one participant, alluding to her students. Recognizing
non-verbal cues can help turn negative situation into positive. For example, during an
observation, a non-verbal student displayed a facial expression of discomfort and walked
towards his lunch bag. The teacher immediately recognized the cue and asked if the
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student was hungry? The student nodded his head in acknowledgement. The immediate
recognition helped avoid what could have been a volatile situation. Another participant
reiterated:
I think that is probably the most important thing to me is picking up on other
people's emotions because I feel like the faster you can get people in a good frame
of mind or assist whatever's troubling them the less stress.
Approachability and reflective listening. One participant stressed
approachability, “I try to leave it as open as possible so they could talk to me and I talk to
them too.” Another teacher reinforced, “I think encouraging communication really lets
them feel open to say like hey (teacher), like this is hard. Can you help me?” Your level
of social awareness is paramount to occupational stress management.
Team building and collaboration. There were 19 sources (12 interviews, 4
observations and 3 artifacts and a total of 107 frequencies from 4 subthemes. This area
was particularly essential in relationship management of occupational stressors. The old
African adage says, “If you want to travel fast, you go alone, but if you want to travel far,
you go together.” It was very interesting to learn how moderate to severe teachers
managed occupational stressors through team building and collaboration.
Promote caring and nurturing environment. A caring and nurturing environment
promotes safety. People feel safe and depend on each other to get them through the
occupational stress. One participant said it is great, “Having the staff that actually is
proactive and wants the same thing that the teacher wants and understands that we're all a
team and we need to work together.” According to one participant, caring begins with
personal accountability:
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I'm just going to do my job as the best I can and I'm going to do this because I
want to help my students to be successful and my staff to be successful and
myself to have that good chance to be successful as well.
The researcher had a glimpse of a caring and nurturing environment upon entering
the classrooms. As they say, ‘first impression matters.’ The researcher witnessed several
wall decoration artifacts with positive messages such as creating a welcoming and caring
environment. Another participant brought a very important factor, “I always make sure
that I am not acting as if I'm superior.” This is critical to establishing a caring and
nurturing environment. Moreover, a different participant said, “We can talk about it in a
calm and productive manner but also respectful even if we don't agree or you know, we
might have difference of opinions, it's not gonna like interfere or like ruin our classroom
dynamic.”
Rely on your support system to get you through difficult times. Support systems
can come in the form of a team or individuals. Moderate to severe teachers passionately
talked about mentors, coaches, administrators and other relationships they have
established and relied on to get them through difficult times. It is important to note the
distinction; having a support system is one thing, using them is another. One participant
validated this point, “I really rely on the support of my aides, the teacher next door and
my SLP, my CTI coach; they’ve all been great source of support. Just being able to talk
to them.” Support system has been a valuable asset for those teachers, especially those
who are in an induction or internship program; the relationship with a coach or mentor is
invaluable. “Coaching is personal; coaching creates a unique, empowered relationship for
change” (Kimsey-House et al., 2011, p. 15). One participant shared her personal
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experience with her mentor, “My mentor that I first started teaching with because she
understands, you know, what I do for a living and then also understand me as a friend and
a human being.” Ironically, this head start has allowed her to teach for many decades and
had the opportunity to mentor novice teachers. Other teachers have mentioned the
importance of administrators as a support system. Another participant shed light:
Principal and our vice principal. She used to be a program specialist in special ed.,
so having that background with her and their support has helped tremendously
because you can go to them with a concern or question and if they can't answer it
or they don't have a solution at that moment. They will say okay, let me let me see
how we can handle this or let me see what I can do and I'll get back to you guys.
So, that support has helped a lot.
Emphasis on positive attitude and interactions. Positive attitude and positive
interactions were essential for relationship management and helped relief occupational
stressors. A teacher claimed:
Positive people are able to build relationships or able to maintain relationships or
able to have stable relationships. Positive people, you know are people that other
people want to associate with, you know, I mean teaching mod/severe, you know,
you're working in a school setting, you're working with other adults. I think if
you're able to develop relationship, say people in your classroom or that people in
the school, hey, you know, that goes a long way like I have a good support
network here and I have a lot of friends at this school.
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Another participant added, “I think that's a key focus is you have to have that positive
outlook and understand that it's not all about you.” One participant shared how a positive
relationship can foster a positive classroom environment:
Positive interactions and I really stress that in my classroom…because I just think
it's really hard to have a good day if you're in a negative…so it's one of the things
that I stress with my students and staff. They know I don't like negativity. I say
leave it out the door. Yeah, so just cultivating a really positive atmosphere is
really important during work.
A participant intimated, “I just focused on my students instead of the negativity
and I continuously remain positive.” Moreover, another participant shared wisdom on the
impact of positives: “I always heard it takes 15 positives to undo one negative. Always
remember that the more positive interactions throughout the day the less negative affect
your day will have on you. And I don't typically feel that I have that many negative
interactions.” This statement indicated the heavy burden of negativity. It takes a lot of
energy and will power to make negative right.
Bring humor to the classroom. Laughter is the best medicine. One teacher
described the atmosphere in her classroom, “And, we like to say, “We work hard and we
laugh hard! That’s our model.” In terms of stress, laughter does wonders. Another
participant said, “I learned to laugh and use humor in order to kind of get through things.”
In an observation, staff modeled ‘using appropriate voice tone’ social skills. After
modeling, the instructional aide asked “what happened when the teacher used appropriate
voice tone? One student blabbed, “you got played!” The class busted in laughter. The
teacher and instructional aide found it humorous but were able to redirect student
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attention to the subject at hand. One participant in particular talked about being able to
decipher humor and business:
I try to infuse a lot of humor into the classroom, you know, we have like a really
nice atmosphere, you know, we're polite and respectful to one another and there's
a time and place for everything, we can have fun but okay, we need to stop that
now we need to focus and get to work.
The participant continued on her strategy when students are having a rough day. She
would ask, “Do you need me to draw a smiley face, you know so you will be happy and
they be like no..no and then they’ll start laughing.” Clearly, a teacher’s ability to bring
levity to the classroom can create a sense of harmony and defuse any stressful distractors.
Flexibility and adaptability. Flexibility and adaptability addresses selfawareness. It has 5 subthemes with a total of 21 total sources (10 interview sources, five
observations and 6 artifacts) and 81 frequencies. “The practice of creating new awareness
and understanding is your ability to be adaptable and flexible” (Moua, 2010, p. 13).
Know your students and how to better support them. Moderate to severe teachers
took pride in familiarizing themselves with their student disabilities and knowing how to
best support and accommodate their unique needs. One participant shared an insightful
perspective, “Analyze what went wrong, understand, you know, how the disability, let's
say affects behavior, affects learning and then be able to make adjustments.” Being selfaware of student’s tendencies and behavioral patterns greatly reduced behavioral
incidents and maximized student learning. A second participant said, “I read people well,
but guess what…. I pride myself on getting to know them very well.” One participant
summarized this phenomenon:
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Knowing the student I'm talking to and knowing what their abilities are in terms
of communication; in terms of their just overall behaviors that they demonstrate;
is the student someone that regularly have a hard time with communicating and
having that student follow directions or is it someone that I should expect more in
terms of the communication. As long as you know your students and their abilities
then I think that really helps kind of calm any kind of stressors that you're feeling
as you're trying to communicate with them…..It takes you a while to learn the
students and know what makes them tick and know what's important to them. But
once you do know that and know how to deal with them when they're
experiencing some kind of anxiety, the more comfortable you're going to be
around those students. It doesn't become so stressful in those situations because
you know you have a strategy that you can fall back on.
During an observation, the teacher offered a student who was off task an
alternative; an option for time away, time out or to work with him at his desk. The
teacher was self-aware that those options will calm things down because of his
knowledge of the student and how to support him. In a staff meeting, the researcher
observed a teacher applaud his staff for collecting data, “it was great that you
documented the student behavior, we have to continue to collect data and eventually
understand the function of the behavior and implement an intervention plan that can help
reduce the behavior.” Being self-aware of students and how to better support them is
critical to classroom success.
Be open to feedback and adjust accordingly. Kegan and Lahey (2001) asserts,
“Taking responsibilities goes well beyond taking the blame” (p. 43). Moderate to severe
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teachers believe that being open to feedbacks is a strong attribute in managing
occupational stressors. One participant recalled staff providing input such as “Hey today's
rough day, can we do this instead of pushing this?” A teacher has to be self-aware of their
ego and put it aside for the best interest of the students and their coworkers. Another
participant intimated that having “self-aware of where you are, then you can make those
adjustments. If you don't have that, then you're probably going to struggle…. we as
teachers in an ED setting need to be aware of when the job is, you know pressing on us
and then making adjustments as necessary.” Another participant described the adjustment
process:
Well if plan A doesn't work, we'll go to plan B and if plan B doesn't work, we'll
go to plan C. It'll just be one of those days and so we try to….when I was first an
aide, the teacher that I worked with was like that, it was a very nice atmosphere in
the classroom.
One teacher cautioned that even if you don’t take feedbacks very well, “there's just
certain things that you just have to go with the flow or just ignore or just understand that
this is how it's going to be unfortunately and you just do the best you can.” As Harvey
and Drolet (2006) alluded, “We can turn feedbacks into opportunities for learning” (p.
65).
Expect the unexpected. Teachers shared that one of the most difficult aspect of an
SDC setting is the unexpected. Having this self-awareness helps with flexibility and
adaptability. A participant shared that one “have to be aware that things can turn on a
dime, things aren't always going to go well and that's okay.” Another participant jokingly
said, “My day is not going to go as planned, my lesson is not going to go
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perfect….Everything doesn’t have to be perfect!” A participant gave a visual imagery of
what the unexpected looked like:
With this population and the amount of things that we do on a daily basis, you
know, just with not only with our students but behaviors and all the changes that
could occur, you have to be very flexible and just be willing to like roll with the
punches because you might have a set plan for that day, but something could
happen with a student or the weather or at work. Somebody could be absent, you
know, like one of your staff and you have to learn to just be like, okay, so change
of plans guys, we're going to do this and this instead and you know, we do… we
promote that you got to be flexible, you know, things happen for a reason, you
know, and so I think it allows you to not take everything so seriously and be like,
oh my gosh, what am I going to do now?
An observation showed a student who lashed out at an instructional aide because he was
served white milk rather than his preference of chocolate milk. The instructional aide did
not expect the outburst but the teacher was able to defuse the situation before it escalated
any further. One participant explained the reason for the unexpectedness, “I don't think
there's enough of our mod severe world crossing over because an English teacher is an
English teacher. I mean, I hate to say that but a gen ed. teacher, if you're teaching
calculus at a high school in California and you're teaching calculus at a high school in
New Mexico, you're still teaching calculus. When you're doing mod/severe from one
class to the next class, it’s a different world.”
Accepting things that are out of your control. Serenity prayer emphasizes
‘accepting things that you cannot change.’ Moderate to severe teachers are self-aware
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that there are various external circumstances that are outside of their control and how
they deal with it will often determine their ability to manage their occupational stress.
One participant described how she handles things that are out of her control:
So many outside factors that I try not to take on because I can't fix everything. I
can't fix what's going on at home. And so, that tends to be a stressor for me when
I can't get the student to where I want them to be and I don't have control of that.
Sometimes, that is a stress for me and I have to be self-aware that I have to let that
go.
One participant advised others to “look at the big picture, go one day at a time and
understand what you can and can't do.
He continued…. “I think the key right word is flexible. Understanding that there are
certain things that are beyond my ability to control.” For example, a participant declared,
“not every day is going to be perfect. There's no like perfect day and you're just okay
with the things that occur” as he details a vivid account of a particular student who
refused to get off the ground and was exhibiting off task behavior:
Learning to try and make things better and then you know, I always say to myself
and the aides is you know, it's not going to last forever. Oh, this kid threw himself
down on the ground, that he won't get up. Okay, one of us, we just have to stand
there and we’ll stand there till 3 o'clock. If he’s still on the ground, then we'll call
the parent but you know, it's things like that. Like in the past, so it's very upsetting
because now my whole day, yeah what I have planned, now we can't get to any of
this. Let's say early on in my career. But now it's like well, this is…. this is part of
what we're doing, is kind of the way it goes.
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One participant recommended, “Self-monitoring my own behavior because I can't control
anybody else's.”
Be willing to let things go. With all the upsetting and frustrating incidents that
occur daily in the SDC setting, teachers reported that letting things go was paramount to
stress management. Another participant suggested that diversion tactics are vital to letting
upsetting things go:
You know a student going on “you f….ing bitch,” you know, “I'm going to kick
your ass,” you know, and then just try to get a reaction from you. And then also, I
think she doesn't mean that toward me. She's disturbed. She's not well, she's upset
and she's stressed. It has nothing to do with me. I'm just right there receiving it.
The other participant said a good strategy was realizing that “Whatever happened the day
before, let it go…. Today's a new day and I tell the students that I don't hold grudges. I
don't judge; today's a new day.” This type of interaction between staff and student fosters
a forgiving relationship that promotes growth and the ability to coexist. An important
distinction is that accepting things that are out of one’s control doesn’t necessary translate
to letting go. The ability to let go gives you a sense of peace within and to be able to
internalize things in a healthy way.
Planning and prioritization. This area has 4 subthemes with 19 sources (10
interviews, 5 observations and 4 artifacts) and had a total of 69 frequencies. Planning and
prioritization were referenced more in self-management for occupational stressors
variable. According to Kimsey-House et al. (2011), “Self-management means giving up
the need to look good and be right….self-management is about awareness of impact” (p.
14). Planning and prioritization are important components of corrective actions steps.
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Advocate for your students. Many teachers viewed their students like their
children and felt the responsibility to advocate for them. One participant shared, “I love
my kids, I’m always going to defend my students and be an advocate for them.” The selfmanagement aspect lies on teaching students to self-manage their disabilities. Teachers
felt that when students are able to self-manage, it minimized their occupational stressor
and this was a top priority when planning “because they are the reason why we're
here…..we have to remember that is because of our students,” one participant
proclaimed. Another participant further expatiated on the importance of student
advocacy:
It's key number one the students and you know, we get into this profession
because we want to help and serve and help students to be the best that they can
be and get the most out of their education and all of their abilities and overcome
some disabilities if they can and just be the best that they can, be the best citizens.
Another participant elaborated, “I do believe I’ve developed some really good
relationships with my students to where they know they can trust me and I will protect
them.” Advocating and teaching students self-advocacy skills translates to better selfmanagement for students and lessen the burden of stress on teachers.
Be proactive and not reactive. Many incidents could be prevented if staff is
proactive enough to quench the fire before it spreads. Being proactive requires selfdiscipline on one’s part in knowing when to act or not to act. One participant warned on
the danger of not acting quickly:
Let's say the kids with autism right, if you could catch something or you can
intervene early, do an intervention quickly, you know, you could usually keep the
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behavior on a low level but you know, if you're not noticing it, if you're not
understanding and let's say that students emotions our behavior, and you allow
that to escalate and then escalates to the extreme, you may not for the entire day
be able to get that student to come down back to baseline.
In one observation, the three instructional aides were standing in a triangularly
position in the classroom to maintain a good line of sight. The teacher shares that “this
allows the instructional aides to be proactive and not reactive.” Another teacher reveals
that “having the staff that actually is proactive and wants the same thing that the teacher
wants and understands that we're all a team and we need to work together.” Other
participants reported that the classroom instructional supports played a vital role in
proactivity. Being proactive or taking the initiative requires a level of self-management
without having to be prompted constantly. Many participants expressed that while they
are able to self-manage, the issue of people management is problematic. They might have
a good relationship with their instructional support staff on a personal level, but can’t
hold them accountable. One participant shared her struggle:
I find for me the hardest part is authoritative….like a boss, manager of my aides.
That’s been my main struggle; managing a bunch of different personality types; a
lot of them are older than me, but I’m the one that need to be authoritative. I’m
still working on it! I don’t enjoy it. It doesn’t come naturally to me. But, it’s like a
vital part in my classroom.
Another participant was adamant about the lack of accountability for instructional
supports he experienced at his previous school and the tremendous stress it caused him.
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Plan ahead or create to do list. Preparation is a good practice habit for moderate
to severe teachers. ‘If you fail to plan, you plan to fail.’ This mantra is evident in many
unsuccessful SDC classrooms. With the outcry on time constraint, planning becomes a
greater necessity. “It is your ability to build awareness of your surrounding through
preparation and planning” (Moua, 2010, p. 62). Planning allows one to take ownership
and self-manage in a way that alleviates tedious stressors. One participant shared how
planning and creating to do list has helped her:
So, when I feel myself getting stressed. I'll make a list of everything that needs to
get done and even though that might make it seemed more daunting, it actually
helps because then I can physically see what needs to get done and I can prioritize
what needs to get done first.
She continued, “I have all, I have like 20 things that need to get done. It's like okay this
needs to get done first because this is coming up right away and then I can once that's
done and out of the way, I can move to the next thing and it helps seeing it checked off.”
This participant shared a tactic that helped her minimize the stress of paperwork:
I work summer school every year. Okay. So, since I'm here at the site, what I'll do
in the summer is so like for example, you're going to have an IEP meeting you
have like the procedural safe guard. I get like all the paperwork ready. So, I'll
make like packets for all the students so that way I don't have to worry about
having all that stuff…. try to plan ahead and be like, okay this year we're going to
do this. So, I'll do those IEP packets. I'll do like a new student packet; you know
all the papers that they have to fill out every year that have to be updated and
emergency cards…. so, I'll do that. We'll start planning ahead and making copies
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of different things we need, planning out what kind of like… how we're going to
go with the curriculum or like what we're going to do. So, I kind of use summer as
like my weight just to kind of ease the stress.
In support, another participant asserted:
Once I start to get overwhelmed, I actually will stop and make a list of things I
have to do. I'll write down everything I have to do and I have a white board that I
put it on because it can become overwhelming at times and I like the white board
because I can erase things. So, it looks like I've accomplished some of the things.
I do that in my classroom. I look around right now, my room and there's three
different whiteboards I have right now. I can see that… have those exactly on the
board. I have the one where it's got the students in their blank spaces and we have
a board right here that has tasks for the students to do.
This was one of the artifacts presented during the interview. The teacher had 6 to-do
items listed on the board and was able to erase items 2 and 3 at the end of the day. The
visual makes a huge difference, knowing that he exercised some aspects of self-control.
In essence, 33% completion was better than zero.
Avoid power struggles that lead to emotional danger zones. Power struggles
have become such a huge aspect of behavior management. Many teachers and staff fail to
exercise self-control, especially when they do not agree with the behavior management
protocols in place. In turn, they challenge the status quo and actually create a big mess in
the process. The issue of power struggle can debilitate your emotional state causing more
stress and burnout. One participant advised, “You have to like pick and choose your
battles. Not everything is like detrimental to like ruining your day.” Another participant
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shared how to keep emotionally charged situation from escalating, “So, there's been a few
situations where I know I'm emotionally charged and I just typically have to remember to
remove myself from the situation when I get to that point.” The idea is to put “myself in a
situation that's going to make it smoother and better for me as in general, said another
participant. One participant reported that once a student has become aggressive, the best
forward thinking is not to exacerbate the matter:
I think that you become a little bit more cautious, become aware of certain…
certain behaviors that I could have, could threaten your career or could jeopardize
your position. So, as an example right now, if a kid's lying on the ground, right,
say having a tantrum, even if they're being like destructive inside the classroom,
I'm not going hands on. I’m just not; nothing in that classroom belong to you.
Either we just won't have it available to us anymore or the district can replace it,
but you're not breaking something that personally belongs to me.
Another participant showed a magnetic digital clock artifact (see Appendix J) that
sticks to the whiteboard. He indicated that when one student in particular was off task, he
will prompt the student to get back on task. If that doesn’t work, he will start the digital
clock and stops it when the student gets back on task. The number on the digital clock is
deducted from the student free time. This strategy worked really well for the student
because he has been conditioned. Avoiding power struggles that leads to bigger problem
is a true essence of self-management and an emotionally balanced person.
Reflective practice. Reflective practice had the least frequencies (65) but it was
mentioned in 23 sources (12 interviews, 3 observations and 11 artifacts) from 3

164

subthemes. Reflective practice provides one the mirror to assess your performance and
take corrective actions. This is a very practical form of self-management.
Honest self-assessment and constructive criticism. It has been said that ‘honesty
is the best policy.’ While the truth is a hard pill to swallow, being honest to oneself
promotes personal and professional growth. Many participants echoed this sentiment.
One participant described the process of honest self-assessment:
Think about how your day went, what could have been different, what could you
have done different; choices I made that day. Could I have done something
different? How did I react and what was the outcome?
Another participant suggested being “thoughtful and reflective each day, you know, and
when you do that, I mean you see it's like if you… if you're critical of yourself, then
you'll know.” Reflecting on your day gives you the ability to correct the wrong and
develop parameters on how to improve the process. Self-reflection guides selfmanagement, especially when dealing with the student population. One participant
reflected on this point, “So, I think a lot of self-reflection is a big key, if you have any
incident or the way you carry yourself in your classroom, or even before you get a new
student, you think about how you want to conduct yourself and how you're going to
speak to them.”
Participants that struggled with self-reflection recommended accepting
constructive criticisms from others. One participant stated that “working with my wife is
that you know, she can, she's often critical of me and vice versa…. we kind of bounce
things off each other, but of my staff also, you know, it's like you have to be able to talk
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to them if you see them mishandling something.” Another participant shared how family
member has helped her in self-reflective practices:
A lot of times my husband and I assign numbers. How was your day went out of
10 and then it kind of helps me monitor where am at going into that next day…
continually self-monitoring my own behavior.
Implement corrective actions for improvement. Reflective practice must be
ensued with corrective action for improvement. Participant shared that “if you're
constantly having that sort of personal criticism. I will strive to be better.” Another
participant noted, “before you come to work every day, you know, you have to have a
mindset of this is how I'm going to be and this is how I’m going to respond…. I want to
handle that better tomorrow and eventually, you get to a place where you know how to be
in this job.”
One participant talked about her mission for each day as it relates to managing
student behavior. She attributed student behavior to her ability to self-manage the
situation:
The faster I understand those four students and what they're bringing for that day
and get on top of it, the better off the entire class. Yeah, that's the students I'm
aware of every second of every day because you know, once you get a hold of
them, then everything else will be positive.
She continued, You strive to improve on yourself, you know, I think throughout life. That
should be a lifelong thing!”
Conduct daily check-ins and journal writing. Journaling is another form of
honest self-reflection that helps with the accountability process. Many participants
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conducted daily check-ins as a classroom ritual. One of the most incredible classroom
traditions shared by a participant was what he called “Teacher of Loyola University of
Life.” He describes the process vividly:
This is what we call our class University, that's Teacher of Loyola University of
life. I am happy, okay, sad mad, hopeless. The kids write it on their names. They
can write the word. The kids that can't write draw a picture. They put their name
up here and stick it on here. This is when they get off the bus, we don't talk to
them, no communication. They walk in the first they do is this.
It was a very powerful concept of checking-in with student’s emotions. By
identifying student’s emotions, teacher and staff were able to recognize student emotions
and help them with self-management tools. The participant went on to say, “We take
those stickies down to my staff meeting and the staff all look at it. Everybody's okay
student is having a rough day. He's puts that on here, who's going to check in with him
and it's not always a teacher. It's their chance at once. It took a little while for me to get
them used to it. But once they realize they weren't getting in trouble because they're
writing they were sad; it's become much better!” The participant expatiated on the impact
checking-in have made on students’ lives:
By us checking in with everybody; what's happened is our classroom has reduced
its behaviors. Honestly, by probably 75%. I have my class of 19 when they start
with me. I have out of my 19 that I have right now, I had 16 that had behavior
goals on their IEPs. I had 16, they came in….16 out of 19 came in with that. Now,
I only have two students; two out of my 19 that have behavior goals. And I have
three students that came from NPS in my classroom. Neither one of those even
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have behavior goals. I'm letting them get their emotions out ahead of time.
They're getting to express themselves instead of becoming frustrated…. we have
journals that the students write in on a daily basis and the staff write in weekly.
Another participant described a different method of checking-in for her classroom:
I do emotional check-ins with every single student every single morning. So, I
greet them before they get in the classroom just to see especially because I have a
lot of students with mental health issues, just to kind of gauge what kind of day
they were going to have and then I try to change that around if it's negative.
Because if I don't get on that, then it starts to affect the entire classroom.
Emotional Intelligence Themes for Longevity
Bradberry and Greaves (2009) report that “some of the most challenging and
situations people face are at work” (p. 45). In the case of special education, these
challenging and difficult situations quite often lead to high attrition rate. The Emotional
intelligence themes presented were perspectives of moderate to severe teachers in SDC
setting on how to maintain longevity in the teaching profession. EI themes for longevity
were 43% (332 frequencies) of the total EI frequencies. These themes summarized EI
characteristics of self-awareness, self-management, social awareness and relationship
management on longevity as it relates to moderate to severe teachers in SDC setting.
Friendly work environment. This area has 4 subthemes, 24 sources (12
interviews, 2 observations and 10 artifacts) for a total of 109 frequencies. Majority of the
artifacts were portraits of teacher-staff or staff-student on classroom walls. This shows
the close-knit working relationships. Friendly work environment depicts the relationship
management domain of emotional intelligence.
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Supporting and trusting relationships. Trusting relationships creates a very
supportive work environment. Participants believe that was the trust that allowed them to
provide support to each other. When discussing support and trust, a participant
emphasized the significance of the teacher-instructional aide relationship:
It's 100% the aides that I work with in the class without a doubt. And why is that?
Because you're within four walls with this group of other adults all day long,
right? I mean those… it's not necessarily the Gen Ed teachers. It's not
Administration. It's not you know other classified people that are your coworkers, it's really the aides that are in your classroom. And it’s very important
right for longevity that you're able to maintain the relationships with those adults
that you work with in the classroom, you know, honestly as a mod severe teacher
the aides could make or break a teacher, undoubtedly without question. They're
either going to be very supportive of you as the teacher, they're going to respond.
They're going to do what your expectations for..or they just simply won't and
here's the thing, you know, teachers really really have to be aware of the fact that
how beneficial that the aides can be.
Another participant agreed, but also highlighted how supportive and trusting her school
administrator has been:
He has an understanding of people that have exceptional needs so I can come and
I can talk to him about things and we can; he can say, “Well, you know the law
says this teacher.” So, I'm going to go ahead and say this to you and it may even
upset you more but you know we have an open working relationship right now,

169

very transparent where he can say what he needs to say. I can say what I need to
say and then be supportive.
The support and trust extend to students as well. Some of the teachers in the high school
SDC classes were comfortable to provide their students with their telephone number. One
participant said, “Some of them give me their phone number. I don't usually give my
phone number out to the students, but some of them I do because I trust them. I just say
don't call me past 10 or text me, you know.” Another participant commented, “I think
you have to have a class where you depend on so many others; they have to trust you.
They have to be open with you or else your classroom is not going to run.” This essence
was observed when students were seen working together to pick up debris from the
campus. They worked collaboratively and were very supportive of each other.
Create a family atmosphere. The way teachers described their students was very
emotional and touching. There was a sense of affinity that one will attribute to their loved
ones. Yet, in spite of the trials and tribulations, they were as passionate and committed as
ever. These were comments made by participants in an effort to create a family
atmosphere in their classrooms:
“Mod/severe class do have behaviors, but you know oftentimes, you know, you're
having a good time and you're really enjoying yourself teaching.”
“That's what's amazing about the world of special ed is that this population is like
so positive… they really really care about each other, you know, I mean they have their
own little dramas with each other, but for the most part, they're very close knit. They're
your friends for life.”
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“Yes, they're so sweet. They will offer their… I want to stay their love and
support because they love… they love you. They love the classroom. They love the
atmosphere.”
“I have to say that so the aids in my classroom. Two of them; they’re older ladies.
So, it's kind of nice because even though I'm the teacher and the one in charge, it's kind of
like you have two moms looking out for you…you know. I would say our classroom is
like a family. So, you know that if you have a concern or question and I ask them for
advice.”
“I often think of myself as a pack leader, like you know, we're a pack or a family
and you've got to be the one setting the tone, setting the example.”
“And then building great relationships with my staff. I consider them my friends,
they consider me their friend and I think that could be good and bad in certain situations,
but I think overall having that… able, I mean that friendships, that ability to work
together has really made a difference in my classroom.”
“Staff can go look at the journal anytime they want. It's… our family is known.
It's a family; our classroom is known as a family and we keep everything as an open
book.”
“I feel that with looking at my students as my family, my kids, it's going to
increase my longevity because then I'm not going to want to walk away from them
because I'm going to want to be there to support them until the end and then continue
doing that and every year you're going to get that new student.”
These sentiments are very revealing and powerful considering all the struggles that
teachers endure on a daily basis. Creating a family atmosphere promotes love and
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compassion; people come to work because they belong and want to stay at their job much
longer.
Celebrate small victories. Quite often, teachers overlook small and subtle
changes. In an SDC setting, “Change takes baby steps” (Harvey & Drolet, 2006, p. 94).
Celebrating small victories when they occur gives teachers a sense of self-actualization.
One participant shared how celebrating small victories positively impact teacher-student
relationship:
It's just wonderful to see the growth because they'll start in the beginning and
you'll be like… so you'll be stressed out in the beginning of the year and you're
like, oh my gosh, like I have one student this year like crying like throwing a
tantrum because they don't want to work and then you know, they come and silly
and they have these like, you know, little quirks or behaviors but as the year
progresses and probably like towards like December when they come back,
January you can see the difference in their attitude, you know, they're more
mature. They're more familiar with the program now going out to work every day,
their responsibilities and their duties so that helps and… and then you're like, oh
my gosh! Look, I'm making the difference. I can see it, you know, and then you're
like, oh my gosh! Yes, we are doing a good job or you know, you talk to their
parents when you meet them at the meetings and they're like oh, they're doing this
and then that just kind of like reaffirms everything.
Celebrating small victories builds relationships because students feel valued and
respected. Another participant shared the importance of celebrating small victories,
“Especially in mod/severe, those little milestones are so much smaller than in the big
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classes, we have to celebrate it.” One participant stated, “I say that over and over with my
staff that I know that things get hard weekly, daily, monthly but knowing that we're
seeing a progress in these kids and that we are working through these challenges really
reminds me of how much I love what do and I think that if you really fall in love with
what you do, there isn't an outside stressor that could change your mind quickly.”
Furthermore, celebrating student victories is an emotional intelligence tool on building
relationships with no just students but with parents as well.
Show gratitude and appreciation to others. Richard Carlson said, “Everything we
do has the potential to influence another human being” (Moua, 2010, p. 63). There is no
better way to influence someone’s behavior than showing gratitude and appreciation.
People are more likely to reciprocate the nice gesture when they see that you are
appreciative. By so doing, you are also strengthening your relationship with the
individual. Here are the various people that participants were thankful for:
“Well having a very good supportive administration. So, in other words, you
know, Mr. Undisclosed who is one of our assistant principals, the office of which we are
using right now. Like I said, he used to be a special education teacher and he was always
willing even though he taught in the mild/mod. He was very receptive to our students. He
was always welcoming; very receptive.
“I pray to God and Jesus; I say please tell me to do what you need me to do; be
your instrument because there's no way that I could continue doing what I'm doing
because you know, they give you more to do. And you know the kids are…. they are
pretty significant. They have pretty significant needs. You know, I mean, they need
you…. they need you. So yeah, and then like, you know my team here and this school is
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been very receptive to my folks and you know people here always say, you know, I go to
other schools and it's just not the same.”
“The thing that's most gratifying about this position is the relationships with the
students. Sometimes I have students for two or three years and when we have a rapport,
they feel safe, they feel comfortable, they feel happy and you're able to get them to do
things that they haven't been able to do with themselves or for themselves, you know,
their whole life, you know, and it makes a huge difference and it makes you know that
you're doing your job, you're doing something important and it's just that gratification
that keeps you wanting to come back do it again.”
“One of my most important relationships is with Jane Doe. She's my mentor, you
know, she was my student teacher when I was going through classes to get my credential
and I learned a whole lot from her and she came to trust me almost immediately and was
very appreciative of how I went out of my way to help her in what she was doing.”
“I think within this classroom, I can't do what I do without the staffing.”
These statements exemplify and quantify the importance of showing gratitude and
appreciation. While it’s important for teachers to show gratitude and appreciation, one
particular teacher displayed a bell of appreciation given to her by a former student. She
impacted his life in a positive way. Nevertheless, no single teacher can do it alone. One
tree does not make a forest. Therefore, when you find success, it is imperative to give a
token of appreciation to those who have supported you.
Avoiding emotional overreaction. This area addresses self-awareness on
longevity variable. It has 4 subthemes, 17 sources (11 interviews, 1 observation and 4
artifacts) and a total of 61 frequencies. “One good way to increase your self-awareness is
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to explore your style under stress” (Patterson, et. al, 2012, p. 63). In such an emotionally
charged environment, it can be very difficult to harness your emotions.
Exercise patience and self-control. Patience is a great attribute for a moderate to
severe teacher. The ability to exercise patience and apply self-control is vitality to a
teacher’s longevity. Participants who have longevity in this field shared how having selfawareness to be patient has helped them with self-control. A veteran teacher shared the
secret to her longevity, “I am not rewarding the behavior with negative. I'm not
rewarding it with positive. It's none-affect. None-effect was the term she used to describe
patience and not overreacting to the situation. Another teacher stressed the importance of
self-control, “It goes back to the control, everything, every action that you take, every
word that you speak, it needs to be deliberate… we have to be the ones that are
completely in control for the student’s sake and when we're in control, the results are
much better.” One teacher said, “Being a teacher, I have enjoyed being in the position
where I can make the decisions on how to act on certain situations that I see fit…. I think
if I acted on every emotion I have with parents, with staff, with admin, I don't think I
would be able to be a teacher.” In an observation, a teacher was able to ignore a student
distractor during instructional time. The student did not get the negative attention from
the teacher and eventually ceased the tantrum. One participant discussed the importance
of avoiding overreactions, “If I can stay calm and even when we deal with an issue; if I
can separate the student without making it a big giant production, it's better for everybody
involved.” It takes self-awareness on the teacher’s part to exercise proper judgment in
situations that arouses your emotions.
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Don’t take things personal. One of the biggest reasons for overreaction is taking
things personal. Teachers truly have to have their emotions in check to avoid
overreacting. One teacher shared a good defense mechanism to avoid taking things
personal, “I'm not going to take it personally. I think every situation is not about you and
it's not something that should be taken personally and I think that will help.” In terms of
longevity, the participant said, “If you can depersonalize most of that stuff, I think
teachers would be in much better shape and their careers will last longer…like it's just
simply not personal.”
Another teacher said, “Just reminding myself of why when you're having a tough day,
you know why you're here and why you decided to get into this field in the first place.”
Experience comes with time. Most novice teacher don’t give themselves enough
time in the profession to be a seasoned veteran. The veteran teachers mentioned
‘experience’ as an intricate part of their development. A teacher becomes more selfaware of people, places and things once they have the requisite experience in an SDC
setting. A participant stated, “Well, I think the longer you do it, the more aware you
become. Like I spot the signals quicker.” One participant described his growth overtime:
Just with experience and experience in different things and becoming more
educated. I would think initially like as a beginning teacher, like when I first
started teaching, I would attribute a lot of things to myself, right… like a child's
behavior or lack of learning or you know problem in the classroom. You're just
kind of like it revolves more around you and you know, you're kind of maybe
you're not doing the right thing or you don't have the experience, whatever it is,
but I think as you become more aware of your program and the nature of the
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students or more self-aware, you know you could… you stop attributing so many
things to yourself and just start to realize that, you know, some of this is the
nature of the child's disability.
The teacher said experience takes time, “For me, honestly, it was probably eight
to ten years in before you start becoming more self-assured. Maybe other people it's not
as much but for me, you know, is still like questioning yourself questioning your
abilities.” There is a feeling of inadequacy that many of the participants experienced from
the onset. However, the experience factor boosts their self-efficacy and in turn longevity.
Take time to process your thoughts before responding. It takes self-awareness to
process one’s thinking before responding. Teachers who are self-aware of the processing
rule generally control their emotions much better. One teacher shared the danger of quick
response without processing, “Sometimes, reacting too quickly doesn’t give you time to
think things through. You might say things you regret. That’s a big one; you got to really
watch what you say. Sometimes, someone is waiting for an answer and you just need a
minute to think what you wanna say.” A participant described the struggle he experienced
in his first years with processing time:
My first three or four years working here, there would be times where I would just
react or respond to things happening outside my classroom, inside my classroom
and eventually those things, you know, you start to wonder should I have acted
that way once it was out of control and it stresses you out worrying about whether
that was the right thing to do whether that was professional.
The teacher went on…. “If you're thoughtful about each and every response that you have
in regards to behavioral situations, chances are you're going to make the right decision
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and therefore when you make the right decision, there's nothing to stress about you know,
you handled yourself.” Another participant shared an effective strategy:
I actually have made it a point with when one of my students or a staff member
comes up to me with an issue, problem, I stopped and like count to like 15 to 20
in my head before I respond so that I know I'm responding with a the calm
attitude that I want them to respond back to me with and then I can answer their
question appropriately.
While there may be situations that require a teacher to act swiftly, having the emotional
intelligence to decipher the appropriate response time is golden.
Coping strategies. Coping strategies had 53 frequencies from 16 sources (10
interviews, 1 observation and 5 artifacts). This area had 3 subthemes and 10 participants
mentioned it as a critical self-management tool for the longevity variable. As stress
mounts in the workplace, more coping strategies or mechanisms are required to deal with
everyday occupational stressors.
Separate work from home life. With the emotional attachment associated with
students with moderate to severe disabilities, teachers easily carryover work life to home
life and vice versa. A major coping strategy is the ability to detach both and sustain
longevity. One participant recalled, “When I leave for the day, I feel that okay, I've left
work and you know, I'm going home. So, I kind of feel like I've left one, like I've hung up
my work hat and then I go home and then you know, I put on my mom hat or whatever,
you know, so separating it has helped.” Another participant voiced, “If you're able to
detach when you go home at night and you go to your home, everything that you had
during the day that's gone. You detach completely.” In separating work from home, one
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teacher emphatically said, “I'm not going to take it home with me and be thinking about
it!” On the contrary, it is important not to bring home to work because of the negative
effect. This particular participant elaborated on this point:
Sometimes, something bad happens that's not work related, but you can't bring it
to work and I told the students that I get mad about something at home. I can't
bring that to my job because it'll affect my job.
Learning how to balance work and home life respectively helps with focus and ability to
manage each situation without falling apart.
Develop an exercise regimen or positive outlet. Many of the participants cited
positive outlet as a major coping skill. Exercise or physical workout was also a good
source of releasing tension or stress. This practice temporarily relieves stress, but the key
to longevity is continuous workout overtime. A participant disclosed, “I find that being
healthy and how you eat you know, how you exercise how you spend your free time
makes a huge difference on how long you can do something.” During the interview, the
researcher observed a bicycle parked by the teacher’s office. The participant revealed, “I
think one aspect is to be active; physical means, you can see the bike behind me. So, I
live about four and a half miles away. So, it's not too far. So, I think being active is super
important, finding different outlets helps out too.” Another participant claimed,
“Maintain longevity is making sure you have yourself an outlet. No outlet, you're going
to burn out.” This was echoed by one participant who says, “I get deep tissue massages
now. Helps me tremendously” and another, “I have started going to the gym three to five
days a week. So, to work out and create those endorphins that just make you feel better
and release the stress issues.” Exercise and positive outlets are holistic approaches to help
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the body, mind and spirit recover quickly after long days of working in a very stressful
environment. To last in the teaching profession, you must be willing to conform and be
committed to exercise regimen and positive outlets.
Take one-day at a time approach. The one-day at a time approach is a
psychological plow to get through the day and overcome any obstacles that come your
way. A participant talked about the one-day approach for dealing with an outburst, “They
might have the biggest outburst; throw chairs or destroy stuff, when they come back the
next day it's done.” Another participant said:
Let's say like a student got in trouble, you're not going to hold that against them
for the rest of the school year, you know, it's like okay that happened yesterday
and yes I called you out on it, but now we're starting ….so I try to start every day
a fresh new day with a new attitude, you know, a new look.
One of the teachers shared, “You may be mad at me now, but you may think I'm mad at
you now, but I don't hold anything over at all. You know we deal with it. It's done. It's
over!” Taking one-day at time approach requires forgiveness and willpower. The ability
to turn on and turn off the switch is an essential component of self-management that
increases the likelihood for longevity.
Spiritual mindfulness. This area consists of 2 subthemes. There were 23 sources
(8 interviews, 4 interviews and 11 artifacts) and 38 frequency counts. “Mindful
techniques help you to come to an awareness of your self-efficacy” (Moua, 2010, p. 90).
Although, the religious background of the participants was not disclosed, many were
strong in their faith and were spiritually connected. Spiritual mindfulness was applicable
to the self-management domain of emotional intelligence on longevity variable.
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Apply positive self-talk and affirmations. The phrase ‘you can talk yourself into
or out of anything’ resonates with moderate to severe teachers. It is important to
recognize positive and negative self-talks and how that affects our decision-making.
From a spiritual standpoint, positive self-talk or affirmations encourages high self-esteem
or self-worth. Several of the classrooms observed posted positive self-talk affirmations on
the classroom walls. These affirmations were very visible and empowering. Some signs
stated, “I’ a good leader!” “I’ am great listener!” “I love challenges!” “I am smart!” “I am
limitless!” The various affirmations remind teachers, staff members and students of their
potentials and keeps their spirits high. One observation showed a teacher who was giving
a student a positive affirmation and verbal praise. By so doing, the student smiled and
remained on task. The student’s self-efficacy increased and he was willing to work for his
teacher. When faced with adversity, a participant stated, “You develop like little selftalking systems or things that just help you deal with things that come up.” This
participant indicated that “just talking in your head like it will be okay. It won't last
forever” helps him get through tough times. One powerful self-talk habit that a teacher
shared was “I love being you know, moderate-to-severe teacher and this population of
students. I just love it.” As indicated earlier, if you keep saying it, you’ll start to believe
it.
Practice what you preach. The key to spiritual mindfulness is modeling. One
must practice what they preach. That is the mark of a transformational leader. Classroom
teachers are leaders and they do inspire students and instructional aides that they work
with. One participant described the impact of modeling, “So, if you teach it; you need to
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model as you teach; you always model. The best teacher is modeling, doing it yourself.”
One of the most profound statement was modeling as a teaching moment:
I think because when we have one of our students react to specific way,
automatically it just like kicks in that I need to model the correct way.
Often times, teachers teach students coping skills and learning how to deal with other
students in a stressful environment. Those same teachers will flip out when a student
exhibits behavioral incidents. Being able to remain calm under pressure is a great
modeling tool for your students. They learn that no matter what happens, my teacher will
not lose it; I can learn from that experience. One participant quantified this statement, “I
mean one of the most important things that you have in a special education class is your
staff; your instructional aides and…. you know, you have to be able to be the leader for
them and the students as well.”
Empathy. Empathy has 36 frequencies from 2 subthemes- 10 sources (8
interviews, 1 observation and 1 artifact). This area focuses on self-awareness for
longevity variable. One has to be self-aware in other to put yourself in another person’s
shoes.
Compassion towards parents who have children with disabilities. Most moderate
to severe teachers experience compassion fatigue in caring for children with disabilities.
However, a healthy form of compassion towards parents of children with disabilities can
alleviate the ambivalent relationship between teachers and parents. One participant
indicated that compassion starts with your presentation:
Let's say in an IEP meeting, It's more about what your child can do, you know, I
want to share accurate information but I also want to be positive, you know,
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explains like what the kid has been able to learn or what advancements that they
made this year and I think right off the bat when the tone is positive and you start
sharing positive things first. I just think that that just sets the good tone and sets
the stage for if then later you have to say some things we have to work on. I think
people are willing to accept that than let's say starting with the more negative
things first.
Majority of these parents have heard negative things about their children all their life.
Sharing positives about their children shows a caring attitude and bridges the relationship
gap. Moreover, when students see positive interactions between the teacher and their
parents, they might be willing to comply. Another teacher revealed how difficult it must
be to have a child with disability… “I always tell my staff like we do teach kids six hours
a day, these parents have them for a lifetime, for 24 hours a day when they're not at
school and weekend.” One teacher said, “Having empathy is a good thing and then
providing them with support and resources and encouragement and accolades is a big
thing because it’s very difficult.”
Seeing things from other’s perspective. Having an open mind promotes growth
and longevity in teaching because one is able to see things from different perspectives.
Being rigid in one’s belief creates inflexibility, especially when working with children
with multitude of disabilities. The one-size fits all mentality is a setup for failure. One
teacher was particularly outspoken on how many teachers who have limited exposure fail
to see things from other people’s perspective:
“Most people that are teachers come from middle or upper class. They haven't
understood that life…. A lot of teachers, they only have their own personal….
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their own personal life to reflect on things and myself, I think it's really helped
that I grew up in a very poor area and saw a lot of other things on how people live
and expectations were different and seeing some of my colleagues view on what
the student should be doing or what the parents should be doing or what kind of
clothes they should be wearing even to that that basic.
A participant shared that “If you can see it in others, sometimes it’s easier to see it
in yourself.” Students in the transferrable work program reported their dissatisfaction of
not getting monetary compensation for their work. The teacher showed empathy and said,
“I understand you guys don’t get paid, but look at the bright side, you are getting a good
work experience that you can use after high school!” It was important for the teacher to
validate their opinion first before using it as a great teaching moment.
Mental breaks. This area was the last in the longevity variable on the emotional
intelligence domain. It has 2 subthemes, 35 frequencies from 12 sources (10 interviews, 1
observation and 1 artifact). This domain addresses social awareness that precipitated the
need for mental breaks.
Reset and start afresh. When a student is exhibiting a tantrum, the hope is that
the child can quickly turn around the behavior and return to baseline behavior. This can
be a daunting task for any child with disability. Similarly, teachers and staff who work
with students with moderate to severe disabilities are expected to reset and start afresh
after a major incident. Many participants talked about needing to take a mental break to
reset and start afresh in order to avoid burnout. One participant recalled telling her aides,
“I need to leave the classroom for a minute or I'm going to lose it and say something
that's not appropriate.” One of the downsides of being a moderate to severe teacher is the
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lack of break from the students during school hours. Another participant said, “So, we
need to be aware of when we need to step back take a break within the day.” A teacher
stated it is important to have a positive attitude upon returning from a mental break,
“Today's a new day and I tell the students that I don't hold grudges. I don't judge; today's
a new day.”
Know when to switch out. Social cue or awareness helps teachers to detect the
appropriate timing to switch out with their counterparts. In many instances, participants
voice how a situation can spiral out of control because staff failed to read the ‘leave me
alone’ signal from students. One participant acknowledged that “It’s okay to tap out
sometimes during the day. Okay, I’ve had enough, can you please tap in?” This tactic
does not make you weak, it’s you recognizing your vulnerability at that moment and
putting your ego aside. Another participant shared how he handles those challenging
situations:
Sometimes it can just be like alright switch groups, you know move away from
student, you know go do something else and I'll put someone else here, that
person feels good.
A teacher said “There are times where I'll say, you know, I need to step out and you can
just walk around the building as long as the students are being monitored and everybody's
safe.” In an observation, a teacher recognizes power struggle between an instructional
aide and the student. He immediately urged the instructional aide to switch out with
another instructional aide before the situation escalates. The ability to act quickly when
these situations present themselves shows great maturity and acting in the best interest of
everyone involved.
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Summary
This chapter reviewed the data analysis of the research aimed at exploring the
importance of emotional intelligence on occupational stressors and longevity from the
perspectives of special education teachers who teach students of moderate to severe
disabilities at an SDC setting in both Riverside and San Bernardino counties. This
qualitative phenomenological research used three data collection methods-interviews,
observations and artifacts-to explore the essence of the lived experiences as it relates to
prior and current occupational stressors and how that affects their decision to leave the
teaching profession. The data yielded 37 subthemes and 764 frequencies. Those themes
were analyzed further and yielded 11 overarching themes for emotional intelligence
domains (self-awareness, self-management, social awareness and relationship
management) on managing occupational stressor and longevity variables. The frequency
count for both variables showed managing occupational stressors at 57% and longevity at
43%. Out of the 37 subthemes, Self-management reported the highest with 12, selfawareness with 11, relationship management with 8 and social awareness with 6.
Managing occupational stressor variable had 20 subthemes and longevity variable had 17
subthemes. Chapter V presents summary of findings, conclusions, implication for action,
and recommendations for future research.
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CHAPTER V: FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS
This chapter discusses the major findings, unexpected findings, conclusions,
implication for action and recommendations for future research. Finally, the researcher
closes with general remarks and reflections on this study.
Review of Purpose Statement and Research Questions
Purpose Statement
The purpose of this qualitative phenomenological study was to describe the
perceived occupational stressors experienced by moderate to severe special education
teachers of special day class (SDC) in Riverside and San Bernardino counties and how
these stressors affect teacher attrition. An additional purpose of this study was to discover
moderate to severe special education teachers of SDC perceptions on the importance of
the emotional intelligence characteristics of self-awareness, self-management, socialawareness and relationship management in their management of occupational stress and
longevity in the teaching profession.
Research Questions
What are the lived experiences of special education teachers who teach students in
special day classes with moderate to severe disabilities in Riverside and San Bernardino
counties in understanding and managing occupational stressors and remaining in the
teaching profession?
Research Sub-Questions
RQ1: What are the perceived occupational stressors experienced by special
education teachers who teach students in special day classes with moderate to severe
disabilities?
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RQ2: What perceived occupational stressors affect decisions of special
education teachers who teach students in special day classes with moderate to severe
disabilities to leave the special education teaching profession?
RQ3: What do special education teachers who teach students in special day
classes with moderate to severe disabilities perceive as important in the four domains of
Emotional Intelligence (self-awareness, self-management, social awareness and
relationship management) for managing their occupational stress?
RQ4: What do special education teachers who teach students in special day
classes with moderate to severe disabilities perceive as important in the four domains of
Emotional Intelligence (self-awareness, self-management, social awareness and
relationship management) for longevity in the teaching profession?
Major Findings
Research Question 1
What are the perceived occupational stressors experienced by special education
teachers who teach students in special day classes with moderate to severe disabilities?
Major finding 1. Special education teachers who teach students with moderate to
severe disabilities identified student behavior and parents as the biggest occupational
stressors. Parents that have a propensity for defending their children’s negative behaviors
often create stress for moderate to severe teachers. This explained the coincident in
teachers’ responses that both parents and student behavior were both identified as the
highest stressors.
Major finding 2. Seven out the twelve participants identified two or more
occupational stressors that they have previously experienced or currently experiencing
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simultaneously. This showed that moderate to severe teachers were under tremendous
stress. Only four out of the twelve participants reported a single occupational stressor.
Meanwhile, three out of the four that reported a single occupational stressor highlighted
time management or time constraint as the stressor.
Research Question 2
What perceived occupational stressors affect decisions of special education
teachers who teach students in special day classes with moderate to severe disabilities to
leave the special education teaching profession?
Major finding 3. Ironically, participants identified lack of administrative support
at 11% for previous or current occupational stressors. However, this number spiked to
31% as a major occupational stressor factor for decision to leave the teaching profession.
This revealed that teachers expect to be supported by their administrators and when that
doesn’t happen, it increases the likelihood of teachers leaving the profession.
Major finding 4. Further review of the data showed that three out of the five
participants who cited lack of administrative support for reason to leave the teaching
profession did not cite it originally to be a previous or current stressor. This showed the
magnitude of administrative support or lack thereof in the special education setting.
Additionally, seven out of the twelve participants identified previous or current stressors
as a reason to leave the teaching profession. Only one participant out of the twelve paired
another factor along with administrative factor as a reason to leave the teaching
profession.
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Research Question 3
What do special education teachers who teach students in special day classes with
moderate to severe disabilities perceive as important in the four domains of Emotional
Intelligence (self-awareness, self-management, social awareness and relationship
management) for managing their occupational stress?
Major finding 5. In terms of emotional intelligence domains, self-management
had the most subthemes (7) from overarching themes such as planning and prioritization
and reflective practices. These two areas also yielded the most frequencies combined
(134). Occupational stressors variable was greatly influenced by personal competence.
The ability to self-regulate dictates one’s stress management of occupational stressors.
Major finding 6. Social awareness and relationship management both had four
subthemes in the occupational stressors variable. However, the effective communication
theme in social awareness had 110 frequencies and team building and collaboration
theme in relationship management had 107 frequencies. Both numbers were significantly
higher than self-awareness which had five subthemes from flexibility and adaptability at
81 frequency counts. This finding revealed that the need to self-regulate was less
impacted by self-awareness. Therefore, one might be successful in managing
occupational stressors if they were adept in self-management, social awareness and
relationship management. The result also shows that stress is not only an internal issue
but there are external factors such as one’s surrounding and relationships that requires
greater self-management skills to resolve.
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Research Question 4
What do special education teachers who teach students in special day classes with
moderate to severe disabilities perceive as important in the four domains of Emotional
Intelligence (self-awareness, self-management, social awareness and relationship
management) for longevity in the teaching profession?
Major finding 7. Self-awareness had the most subthemes (6) for the longevity
variable. The two overarching themes were avoiding emotional overreaction and empathy
which yielded a combined total of 97 frequencies. Once again, personal competence is
equally important for one to achieve longevity. As one becomes skillful in personal
competence, it begins to translate to social competence. This explained why some of the
EI themes cross referenced in both occupational stressors and longevity variables.
However, EI themes were grouped and classified based on the variable with the most
frequency count.
Major finding 8. Ironically, self-awareness had the most subthemes (6) but
friendly work environment from relationship management produced the most frequencies
in longevity variable from only 4 subthemes. Self-awareness might be important to
maintain longevity, but relationship management is invaluable in an SDC setting. The
ability to make friends, interact positively with other adults in an SDC setting as a
support network creates a healthy environment that sustained many of the participants in
this study.
Unexpected Findings
There were three unexpected finding in this research study. The researcher
implored convenience sampling due to the limited number of special education teachers
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who teach students with moderate to severe disabilities in an SDC setting. Most schools
within the districts only had one teacher at a school. Although this research study was not
gender based, it was surprising to see the number of male participants. Specifically,
Riverside county had three males which equaled the total number of females and San
Bernardino county had two males and four females. The total males were five and
females were seven. This number was surprising considering the limited number of male
teachers in education. According to Carter et al. (2006), a historical trend in the decline of
male teachers showed roughly (39%) for all elementary and secondary public school as
early as 1869, (29%) by the turn of the twentieth century and (24%) 50 years later. The
male participants in this research study were forthcoming and were very content about
the career they’ve chosen.
Another unexpected finding was the longevity of 10 of the participants in this
research study. All 10 participants had at least 5 years of teaching experience. The two
novice teachers had three years or less of teaching experience. Most astoundingly was
that even with the inclusion of the novice teachers, Riverside county averaged 11.8 years
of teaching experience and San Bernardino county averaged 13 years of teaching
experience. The experiences of these veteran teachers were very valuable in collecting
rich data about their lived experiences and factors that contributed to their longevity in
the teaching profession.
The last unexpected finding was the number of assigned caseloads that 10 out of
the 12 participants had. These caseloads were in the 11–20 range but the median was at
14 students. While the large caseload was predictable due to the rise in special education
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population and decrease in qualified special education teachers, it was quite unexpected
that 83% of the teachers interviewed would carry this large of a caseload.
Conclusions
The conclusions from this research study were based on the data the researcher
drew from the findings and additional findings outside of the scope of study. While
previous researches have shown the impact of emotional intelligence in other business
sectors and the gap in education, the conclusions found in this research will add to the
body of knowledge on how emotional intelligence impacted moderate to severe teachers
in the SDC setting.
Conclusion 1
This study concludes that emotional intelligence is a precursor for occupational
stress management and staying longer in the teacher profession. Although EI research has
been limited in the educational system (Batista, 2018). The study supports the previous
research that emotional intelligence is a major concept of stress management and
longevity. Bar-On (1997) reported that the stress management framework of EI provides
the individual tools to withstand stress without wilting or succumbing. Bradberry and
Greaves (2009) discovered that of all the people they’ve studied at work, 90 percent of
high performers were also high in EQ and 20 percent of low performers were high in EQ.
Perceived stressors shared by teachers in this research study were also identified to be a
factor that will influence their decision to leave the teaching profession. This also showed
the connection between occupational stress and longevity. Participants in this study were
able to maintain longevity due to their ability to withstand everyday occupational
stressors.
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Conclusion 2
It can be concluded that school administrators that had previous special education
background were more supportive to the moderate to severe program. The literature
reviewed indicated that work conditions (time management, workloads, lack of support,
professional isolation) and parental demand were factors that contributed to teacher
attrition. Participants in this research study were able to validate that the aforementioned
attrition factors were major occupational stressors they are currently experiencing.
Moreover, lack of administrative support was the leading factor that will influence their
decision to leave the teaching profession. The majority of moderate to severe teachers
who raved about administrative support shared that their school administrators had prior
special education background. Therefore, the administrative support rendered to the
moderate to severe teachers came from a place of empathy. Those administrators
understood the everyday occupational stressors these teachers faced and were willing to
mitigate the stressful process. There is no coincident that moderate to severe teachers
who have sustained longevity greatly relied on the support of an administrator who was
once a special education teacher.
Conclusion 3
Ten out of the 12 participants interviewed had at least five years or longer as a
moderate to severe teacher in an SDC setting. Teachers who have attained longevity as a
moderate to severe teacher in the district reported that they were less likely to leave
despite the occupational stressors. This was more of a trend than an absolute as evidenced
by those who reported that the one reason they could vacate their profession was the lack
of administrative support. This concludes that the longer a special education teacher is
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able to withstand and tolerate the occupational stressors, the less likelihood they will
leave the teaching profession due to pension and benefits.
Conclusion 4
Based on the feedback from interview participants, there were resentments on the
lack of input from them in regards to the bureaucracy of student behavior management or
the politics of student discipline currently in place. The Demand-Control matrix of
Occupational Stress Model clearly showed that moderate to severe teachers fit in the
High Demand-Low Decision-Making box. As evident from participants responses, the
major stressors were student behavior and parents. During the interview, most
participants report good working relationships with their assigned instructional aides.
However, few reported a very hostile working relationships with instructional aides in
their previous schools. This concludes that this aspect of the job design model continues
to be problematic for moderate to severe teachers who express lack of autonomy in
delegating and the hiring of support staffs.
Conclusion 5
The research also places an important distinction between caseloads and
workloads. The belief that less caseload translates to less workload is a myth. Of the 12
participants, two of them had a caseload in the range of 0-10. However, these participants
highlighted occupational stressors similar to the 10 other participants who had a caseload
of 11-20 range. Also, the two teachers who reported 0-10 caseload had five-year gap in
teaching experience. As one participant alluded, one student may require the workload of
4-5 other students depending on the nature or severity of the disability. This concludes
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that the amounts of workloads were based on the nature of assigned caseloads and both
factors contributed significantly to teachers’ stress level.
Conclusion 6
In both the occupational stressors and longevity variables, team building and
collaboration and friendly work environment depicted high frequencies. This finding
concludes that the high frequencies of the relationship management domain of EI was an
important component of managing occupational stressors and longevity for special
education teachers who teach students with moderate to severe disabilities in an SDC
setting. Having a good working relationship with colleagues, administrative staff and
other adults within the confinement of an SDC setting is a trait that all emotionally
intelligent people must possess. One’s personal competence must translate to social
competence to navigate the challenging work environment.
Implications for Action
Based on data analysis, findings and conclusions of this research study, there were
several implications that will shape special education theory and practices. The purpose
of this study focused on identifying current and prior occupational stressors of special
education teachers who teach students with moderate to severe disabilities and to
determine which occupational stressors will affect their decisions to leave the teaching
profession. An additional purpose was to explore their perceptions on the importance of
emotional intelligence as it relates to occupational stress management and longevity.
Clearly, implications for action will focus on ways to reduce current occupational
stressors and how to adequately implement EI traits to help manage occupational
stressors and maintain longevity.
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District Employed Emotional Intelligence Specialist
It is recommended that districts should solicit the services of an emotional
intelligence specialist who will work closely with moderate to severe teachers all year
round. It is advisable that the EI specialist provide a semi-annual EI Self-Assessment for
Moderate to Severe Teachers to complete. It could be a quick EI computer-based
assessment with questions structured in the area of self-awareness, self-management,
social awareness and relationship management. The EI specialist would then process and
analyze data and recommend corrective actions based on the results gathered.
Furthermore, the EI specialist would serve as a liaison between moderate to severe
teachers, site administrators and special education directors. The EI assessment tool will
allow administrators to be proactive and put in place intervention strategies to relieve
occupational stressors and in turn increase longevity.
Implement Year-Round Mandatory Emotional Intelligence Training
Special education teachers in this study are considered veteran teachers who have
shared EI characteristics that have helped them maneuver occupational stressors and
maintain longevity. The impact of EI on their occupational life is undeniable based on
years of experience and service within the industry. Their knowledge acquisition of EI
characteristic and on-the-job application took years of experience not training.
Historically, a gap between research-to-practice in education is well documented (Cook
& Odom, 2013). However, with new information comes experimentation. School
administrators, policy-makers and teacher unions must adopt a comprehensive EI training
based on teachers’ perceptions on the importance of EI domains (self-awareness, selfmanagement, social awareness and relationship management). Secondly, veteran
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moderate to severe teachers can form a task-force video production on application of EI
in SDC classroom setting. This can serve as a soundbite and give novice and struggling
teachers access to video content that will enhance their emotional intelligence when
dealing with occupational stressors.
Mandate Special Education Authorization for Administrators Without Special
Education Background
The lack of support of administrators continues to have an adverse effect on the
administrator-teacher relationship. The lack of administrative support was identified as
the major reason to leave the teaching profession. This research revealed that those
administrators who were very supportive of special education teachers who teach
students with moderate to severe disabilities had prior background in special education
and their caring and passion came from a place of empathy. The California Commission
on Teacher Credentialing must work collaboratively with the California Department of
Education to mandate special education authorization for all public-school administrators.
This can be in the form of a certificated program with a concentration on Autism or any
other major diagnosis.
District Sponsored Free Gym Membership for all Moderate to Severe Teachers
Majority of the interview participants mentioned the importance of physical
workout, mental breaks and positive outlets. It is recommended that school administrators
survey moderate to special education teachers to determine their preferred outlets and
contract with outside agencies that will give teachers access to physical workouts, deep
massages, chiropractor, and other stress relieving regimen. Moreover, schools should
offer moderate to severe teachers flexible health benefits that will give them access to
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self-care services. This can be negotiated with the teacher union and should be affordable
for the districts considering the small number of moderate to severe teachers employed
compare to general education teachers. If need be, the school district and the teacher
union could come to terms on provision of gym membership to all teachers across the
board. The ability to reset and start afresh have proven to be a successful practice for
teachers who work in the SDC setting.
Increase Coaching and Mentoring for Novice Moderate to Severe Teachers
Moderate to severe teachers talked about how instrumental the relationship with
induction coach has been through challenging and difficult times. Coaching and
mentoring should be an intricate part of teacher development both personally and
professionally. A coach and mentor should be available to each novice teacher, especially
the first year of teaching to help teachers cope with the emotional and technical demands
of the job. Novice teachers will have a security blanket and can check in daily with their
mentor for guidance and support.
Managerial Skills Training for Moderate to Severe Teachers
Now more than ever, teachers are working with other adults in the classroom
without administrative authority. Several teachers shared the frustration of having to
manage other adults without managerial skills or administrative power. Specifically,
instructional aides and teachers may have disagreements on the program goals or
direction. Some teachers struggle with instructional aides who are non-compliant.
Classroom management training are often student-based and not management of other
adults. It would serve school administrators well to provide a training for moderate to
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severe teachers on how to manage adult personalities and promote a better working
relationship for the teacher and the instructional aides.
Administrator-Teacher Collaborative Approach on Support Staff Evaluations
School districts ought to negotiate with support staff unions to involve moderate
to severe teachers on support staff evaluations. Moderate to severe teachers would give
feedback to the designated administrators on support staff performance. This will give
teachers more autonomy and foster a more cohesive work environment. A support staff is
more likely to carry-out his/her essential job duties and functions knowing that the
teacher has greater input in the evaluation process. The administrator-teacher
collaborative approach system will require teachers to either complete an evaluation form
on their support staff or give their input to the administrator who is the primary evaluator
for the support staff. In order for this process to be effective and accurately measure the
targeted areas, the evaluation form must be concise and tailored to the support staff’s job
functions and classroom expectations.
Recommendations for Further Research
The findings and conclusions for this research study added to the body of
knowledge on the importance of EI on moderate to severe teachers’ stress management
and longevity in the teaching profession. It also identified moderate to severe teachers’
prior and current occupational stressors and how those stressors affected their decision to
leave the teaching profession. While the current study was a snapshot of the lived
experiences of these moderate to severe teachers, there is potential for further research on
the importance of emotional intelligence in other educational sectors. Based on the data
from the current study, the following are recommended for future research:
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1. Replicate study in the same counties for mild to moderate teachers or general
educators. This will compare findings to determine if study yields similar results
in terms of occupational stressors and EI themes on stress management and
longevity.
2. Study of gender-based qualitative phenomenological study comparing moderate
to severe teachers’ perceptions on the importance of EI characteristics on
occupational stressors and/or longevity. Gender based study will compare
occupational stressors of male and female moderate to severe teachers and
provide more insight on how both genders apply EI to stress management and its
role on longevity.
3. Extending this qualitative phenomenological study to different regions in
California or U.S. would help expand the knowledge base from county to state
and national levels. It will also add to a broader and perspective on moderate to
severe teachers’ lived experiences.
4. The population from this study were district based. It will be interesting to
replicate this study in a County and SELPA moderate to severe SDC programs.
This will help compare or contrast moderate to severe teachers’ perspectives
within each respective program.
5. A case study on how the effect of EI domains on moderate to severe teachers’
stress management and longevity. The length of time spent with participants will
give greater perspective to the phenomenon and lived experiences in an SDC
setting.
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6. A Delphi study to determine the most significant EI domain on moderate to
severe teachers’ stress management and longevity. Responses can be aggregated
based on participant ranking.
Concluding Remarks and Reflections
“Never place a period where God has placed a comma.”
—Gracie Allen
The above quote exemplifies the numerous challenges and obstacles I’ve faced in
my life. Yet, I keep on going because God has given me the strength and willpower to
keep on pushing. This topic was dear to my heart for many reasons. As an assistant
principal at a non-public K-12 special education school, we inherit some of the most
behavioral challenged students who were unsuccessful in regular public schools. It’s been
quite an experience working with some of the most compassionate and hardworking
teachers you can ever imagine.
Throughout my four-years at the non-public special education school, I’ve seen
multitude of teachers come and go. Whenever a teacher resigned, I would meet and
inquire about their reasons to resign. The teachers have been gracious to share their
concerns with me. Our moderate to severe teachers consistently reported that they were
either stressed out or burned out. Having a growth mindset, I’ve always seen myself as a
transformational leader. I knew there was a way that I could help teachers from constant
occupational stress and burnout. I decided that the best path was to pursue personal and
professional growth.
First, I will have to get to the root of the problem. I enrolled in a doctoral program
in organizational leadership. I began reviewing research on teacher attrition and quickly
recognized that the issue is not just site-based but it was a national epidemic. My research
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inquiry also came across how emotional intelligence framework was designed for stress
management. My aim was to dig deep into researching occupational stressors that
moderate to severe teachers were experiencing and explore the importance of emotional
intelligence on occupational stress management and sustaining longevity.
I am grateful to the school districts that gave me the opportunity and access to
interview moderate to severe teachers in the public sector. I am equally grateful to all the
teachers who had the courage to participate and the transparency in each of their stories.
Thank you for allowing me into your world and taking your personal time to
accommodate this research study. Without your support, this will not be possible.
Getting firsthand information from the lived experiences of the 12 research
participants have given me more insight on the emotional intelligence characteristics
needed to support my moderate to severe teachers at my site. I hope that district-based
administrators and other private sector schools will heed the implications of action and
also use this research as a useful knowledge to support special education teachers in their
schools. Lastly as the quote suggests, God has not placed a period in your career or life, it
is only a comma and you can keep pushing and moving through whatever adversities or
obstacles that come your way. I just want all special education teachers everywhere to
realize that I feel your pain and you will find a voice through this research study.
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APPENDIX B
LETTER TO PRINCIPAL
Dear Site Administrator,
My name is Chukwuka Peter Bandele and I am a doctoral candidate at Brandman
University. I am currently researching teachers’ perceptions of the importance of
emotional intelligence on stress management and longevity in the teaching profession. I
respectfully request a 15-minute meeting with you for the purpose of identifying
moderate to severe teachers who are assigned to special day class at your site that meet
the criteria of my study. During the meeting I will request your permission to send the
identified teachers an invitation letter to participate in my study. Per protocol, teacher’s
identity will be protected and anonymity will be maintained throughout the research
study. Thanks in advance for your cooperation and please feel free to contact me at (951)
269-1186 to set up a quick meeting.
Kindly,

Chukwuka P. Bandele, M.S. Ed.
Doctoral Candidate,
Brandman University
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Letter of Invitation to Participate in the Study
Dear _______________________________,
I am a doctoral candidate of Organizational Leadership at Brandman University. I am
conducting a study on occupational stressors faced by teachers in the special day class (SDC)
setting and teachers’ perceptions on the importance of emotional intelligence characteristics on
stress management and longevity in the teaching profession. Your name has been referred to me
by ______________________________ as someone who meets the research criteria based on
your level of experience and high emotional intelligence attributes. I would very much appreciate
including your experiences and thoughts on occupational stressors and importance of emotional
intelligence on stress management and teacher longevity. If you volunteer to participate, I would
want to schedule a time to interview you and observe one of your team meetings or just being
present in the classroom setting to watch how the four domains of emotional intelligence (selfawareness, self-management, social awareness and relationship management) evolve in the
classroom environment. I would also request from you written documents (newsletters, emails
(redacted if necessary), websites, brochures, handouts, meeting agendas, letters, awards, minutes,
etc.) as permitted by school administrator showing the role of emotional intelligence
characteristics on stress management. Attached are the informed consent and audio recording
release form and Research Participant’s Bill of Rights. Please let me know if you would be
willing to help contribute to this important study. Should you be willing to contribute to this
study, may I have the name and email address of the person that I should work with to schedule
the interview. For additional information, please feel free to contact me at
cbandele@mail.brandman.edu or (951) 269-1186.
Regards,

Chukwuka P. Bandele, M.S. Ed.
Doctoral Candidate, Brandman University
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APPENDIX C
Informed Consent and Audio Recording Release
INFORMATION ABOUT: Moderate to severe teachers’ perspectives on the
importance of using four domains of emotional intelligence (self-awareness, selfmanagement, social awareness and relationship management) for stress management and
longevity in the teaching profession.
RESPONSIBLE INVESTIGATOR: Chukwuka Peter Bandele, IHM
PURPOSE OF STUDY:
You are being asked to participate in a research study conducted by Chukwuka
Peter Bandele, a doctoral candidate of Organizational Leadership from the School of
Education at Brandman University. The purpose of this qualitative phenomenological
study was to describe the perceived occupational stressors experienced by moderate to
severe special education teachers of special day class (SDC) and how these stressors
affect teacher longevity. An additional purpose of this study was to discover moderate to
severe special education teachers of SDC perceptions on the importance of the emotional
intelligence characteristics of self-awareness, self-management, social-awareness and
relationship management in their management of occupational stress and longevity in the
teaching profession.
Your participation in this study is voluntary and will include an interview with the
identified student investigator. The interview will take approximately 60 minutes to
complete and will be scheduled at a time and location of your convenience. The
interview questions will pertain to your perceptions and your responses will be
confidential. Each participant will have an identifying code and names will not be used
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in data analysis. The results of this study will be used for scholarly purposes only.
I understand that:
a) The researcher will protect my confidentiality by keeping the identifying codes
safe-guarded in a locked file drawer or password protected digital file to which
the researcher will have sole access.
b) The interview will be audio recorded. The recordings will be available only to
the researcher and the professional transcriptionist. The audio recordings will be
used to capture the interview dialogue and to ensure the accuracy of the
information collected during the interview. All information will be identifier
redacted and my confidentiality will be maintained. Upon completion of the study
all recordings, transcripts and notes taken by the researcher and transcripts from
the interview will be destroyed.
c) My participation in this research study is voluntary. I may decide to not to
participate in the study and I can withdraw at any time. I can also decide not to
answer particular questions during the interview if I so choose. Also, the
Investigator may stop the study at any time.
d) If I have any questions or concerns about the research, please feel free to
contact Chukwuka Peter Bandele, at cbandele@mail.brandman.edu or by phone at
951-269-1186; or Dr. Carlos Guzman (Advisor) at cguzman@brandman.edu.
e) No information that identifies you me will be released without my separate
consent and all identifiable information will be protected to the limits allowed by
law. If the study design or the use of the data is to be changed, you I will be so
informed and consent re-obtained. There are minimal risks associated with
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participating in this research.
f) If I have any questions, comments, or concerns about the study or the informed
consent process, I may write or call the Office of the Vice Chancellor of
Academic Affairs, Brandman University, at 16355 Laguna Canyon Road, Irvine,
CA 92618, (949) 341-7641.
I acknowledge that I have received a copy of this form and the “Research Participant’s
Bill of Rights.” I have read the above and understand it and hereby consent to the
procedure(s) set forth.

__________________________________________________
Signature of Participant or Responsible Party

__________________________________________________
Signature of Principal Investigator
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Date: ____________

Date: ____________

APPENDIX D
Interview Questions
Script:
[Interviewer states:] I truly appreciate you taking the time to share your story with me.
The purpose of this study is to gather your perceptions of occupational stressors you have
experienced or currently experiencing. Also, to share your perceptions on the importance
of emotional intelligence characteristics on stress management and longevity. The
questions are written to elicit this information and are based on Bradberry and Greaves’
book emotional intelligence 2.0. Please feel free to share your stories or experiences as it
relates to the research study. Additionally, I encourage you to be as honest and
transparent during the interview process as your identity will be anonymous and
protected throughout the research study.
As a review of our process leading up to this interview, you were invited to participate
via e-mail and signed an informed consent form that outlined the interview process and
the condition of complete anonymity for the purpose of this study. Please remember, this
interview will be recorded and transcribed, and you will be provided with a copy of the
complete transcripts to check for accuracy in content and meaning prior to me analyzing
the data. Do you have any questions before we begin? [Begin to ask interview questions]
Demographics
a) How many years have you been a special education teacher?

b) What is your educational background?
Occupational Stressors Questions
1) Please describe the nature of occupational stressors you have experienced or
currently experiencing as a moderate to severe teacher in an SDC setting.
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2) Which of the perceived occupational stressors will affect your decision to
leave your current profession? Please explain your answer.
Four Domains of EI Questions:
Self-Awareness
3) How has your ability to perceive and understand your own emotions helped
you manage occupational stressor?

4) How will your understanding of your own emotions help you to maintain
longevity in the teaching profession?
Self-Management
5) How has being able to act-or-not act on your emotional reactions helped you
manage occupational stressors?

6) How will your ability to act or not act on your emotional reaction help you to
maintain longevity in the teaching profession?
Social Awareness
7) How has being able to accurately pick up on emotions in other people helped
you manage occupational stressors?

8) How will your ability to pick up on emotions in other people help you to
maintain longevity in the teaching profession?
Relationship Management
9) How has being able to interact in a positive or negative way with other people
helped you manage occupational stressors?

10) How will interacting positively or negatively with other people help you to
maintain longevity in the teaching profession?
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APPENDIX E
Interview Protocol
Start Interview: “My name is Chukwuka Peter Bandele and I am currently an assistant
principal at a special education school. I’m also a doctoral candidate at Brandman
University in the area of Organizational Leadership. I’m conducting a research to
determine occupational stressors faced by teachers in special day classes (SDC) and the
importance of emotional intelligence characteristics on teacher stress management and
longevity. The information you provide will help identify current occupational stressors
in SDC setting and your perceptions on the importance of emotional intelligence on stress
management will contribute to the body of research currently available. The questions I
will be asking are the same for everyone participating in the study. I will be reading most
of what I say. The reason for this is to the same protocol and guarantee accuracy of
information from each participant.
Informed Consent (required for Dissertation Research) I would like to remind you
that any information that is obtained in connection to this study would remain
confidential. All of the data will be reported without reference to any individual(s) or any
institution(s). After I record and transcribe the data, I will send it to you via electronic
mail so that you can check to make sure that I have accurately captured your thoughts and
ideas. Did you receive the Informed Consent and Brandman Bill of Rights I sent you via
email? Do you have any questions or need clarification about either document? (Collect
signed documents at this time). We have scheduled an hour for the interview. At any
point during the interview you may ask that I skip a particular question or stop the
interview altogether. For ease of our discussion and accuracy I will record our
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conversation as indicated in the Informed Consent. Do you have any questions before we
begin? Okay, let’s get started, and thanks so much for your time. “Here are five elements
of trust that research suggests are necessary in a high-quality trust environment. You have
already received both the definitions of trust and the five elements. What are your
thoughts about them? Looking at them, would you agree that these are all important?”
(display on a 3 x 5 card).
Possible Probes for any of the questions:
1. “Would you expand upon that a bit?”
2. “Do you have more to add?”
3. “What did you mean by ……..”
4. “Why do think that was the case?”
5. “Could you please tell me more about….”
6. “Can you give me an example of …..”
7. “How did you feel about that?”
End Interview: “Thank you very much for your time. If you like, when the results of our
research are known, we can send you a copy of our findings.”
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APPENDIX F
Field-Test Feedback Reflection Questions
Interview Observer Feedback Reflection Questions
1. How long did the interview take? Did the time seem to be appropriate?
2. Were the questions clear or were there places when the interviewee was unclear?
3. Where there any words or terms used during the interview that were unclear or
confusing?
4. How did you feel during the interview? Comfortable? Nervous? For the
observer: how did you perceive the interviewer in regards to the preceding
descriptors?
5. Did you feel prepared to conduct the interview? Is there something you could
have done to be better prepared? For the observer: how did you perceive the
interviewer in regards to the preceding descriptors?
6. What parts of the interview went the most smoothly and why do you think that
was the case?
7. Are there parts of the interview that seemed to be awkward and why do you think
that was the case?
8. If you were to change any part of the interview, what would it be and how would
you change it?
9. What suggestions do you have for improving the overall process?
Field Test Interviewee Feedback Questions
While conducting the interview you should take notes of their clarification request or
comments about not being clear about the question. After you complete the interview ask
your field test interviewee the following clarifying questions. Try not to make it another
interview; just have a friendly conversation. Either script or record their feedback so you
can compare with the other two members of your team to develop your feedback report
on how to improve the interview questions.
Before the brief post interview discussion, give the interviewee a copy of the interview
protocol as you review the following feedback questions. If their answers imply that some
kind of improvement is necessary seek their clarification.
1. How did you feel about the interview? Do you think you had ample opportunities
to describe what you do as a leader when working with your team or staff?
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2. Did you feel the amount of time for the interview was ok?
3. Were the questions by and large clear or were there places where you were
uncertain what was being asked? If the interviewee indicates some uncertainty,
be sure to find out where in the interview it occurred.
4. Can you recall any words or terms being asked about during the interview that
were confusing?
5. And finally, did I appear comfortable during the interview… (I’m pretty new at
this)?
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APPENDIX G
National Institute of Health (NIH)
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APPENDIX H
Emotional Intelligence Domains Definitions
Perceptions of Moderate to Severe Special Education Teachers of Special Day Class
(SDC) on Occupational Stress and the Importance of Emotional Intelligence (EI)

Operational Definitions of Major Study Variables

The present study identified Bradberry and Greaves’ emotional intelligence 2.0 as the
proposed emotional intelligence theory. To understand stress management strategies,
Bradberry and Greaves (2009) developed the personal and social competencies which
entails the four domains: (1) Self-Awareness; (2) Self-Management; (3) Social
Awareness; and (4) Relationship Management.

Emotional Intelligence: A type of social intelligence that involves the ability to monitor
one’s own and other’s emotions, to discriminate among them, and to use the information
to guide one’s thinking and actions (Mayer & Salovey, 1993, p. 432).

Self- Awareness: The ability to accurately perceive your emotions in the moment and
understand your tendencies across the situations (Bradberry & Greaves, 2009, p. 24).

Self-Management: Your ability to use your awareness of your emotions to stay flexible
and direct your behavior positively (Bradberry & Greaves, 2009, p. 32).
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Social Awareness: Social awareness is your ability to accurately pick up on emotions in
other people and understand what is really going on with them (Bradberry & Greaves,
2009, p. 38).

Relationship Management: The ability to use your awareness of your own emotions and
those of others to manage interactions successfully (Bradberry & Greaves, 2009, p. 44).
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APPENDIX I
Brandman University Institutional Review Board (IRB) Research Participant’s Bill
of Rights

BRANDMAN UNIVERSITY INSTITUTIONAL REVIEW BOARD
Research Participant’s Bill of Rights
Any person who is requested to consent to participate as a subject in an experiment, or
who is requested to consent on behalf of another, has the following rights:
1. To be told what the study is attempting to discover.
2. To be told what will happen in the study and whether any of the procedures,
drugs, or devices are different from what would be used in standard practice.
3. To be told about the risks, side effects or discomforts of the things that may
happen to him/her.
4. To be told if he/she can expect any benefit from participating and, if so, what
the benefits might be.
5. To be told what other choices he/she has and how they may be better or worse
than being in the study.
6. To be allowed to ask any questions concerning the study both before agreeing
to be involved and during the course of the study.
7. To be told what sort of medical treatment is available if any complications
arise.
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8. To refuse to participate at all before or after the study is started without any
adverse effects.
9. To receive a copy of the signed and dated consent form.
10. To be free of pressures when considering whether he/she wishes to agree to be
in the study.
If at any time you have questions regarding a research study, you should
ask the researchers to answer them. You also may contact the Brandman
University Institutional Review Board, which is concerned with the protection of
volunteers in research projects.
The Brandman University Institutional Review Board may be contacted either by
telephoning the Office of Academic Affairs at (949) 341-9937 or by writing to the Vice
Chancellor of Academic Affairs, Brandman University, 16355 Laguna Canyon Road,
Irvine, CA, 92618.
Brandman University IRB

Adopted
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November 2013

APPENDIX J
MAGNETIC DIGITAL CLOCK
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ATTACHMENT A
Chronology of Developments in Special Education
1760

Charles Michel de l’Epée opens the ﬁrst permanent school for deaf students in
Paris.

1784

Valentin Haüy opens a school for blind children in Paris.

1817

American Asylum for the Education and Instruction of Deaf and Dumb Persons
opens; the Legislature of Connecticut appropriates the ﬁrst funds from public
money in America.

1817

Thomas Hopkins Gallaudet begins teacher training at the American Asylum.

1825

The New York House of Refuge opens.

1830

The Boston Disciplinary Day School is established.

1832

The New York Institution for the Blind is established.

1832

New England Asylum for the Blind is founded, which later becomes the
Massachusetts Asylum for the Blind, then the Perkins Institution for the Blind in
Watertown, Massachusetts.

1833

The Pennsylvania Institution for the Blind is organized.

1839

The Massachusetts Normal School is established.

1844

The Association of Medical Superintendents of American Institutions for the
Insane is formed (now the American Psychiatric Association).

1845

Heinrich Hoffman describes childhood hyperactivity.

1848

An experimental school for teaching children with mental retardation is
established with an appropriation of $2,500 from the Commonwealth of
Massachusetts; an institution for the feebleminded opens in Barre, Massachusetts.

1848

Horace Mann establishes tax-supported common schools in Massachusetts.

1850

The term feeble minded is widely adopted throughout North America.

1850

The Convention of American Instructors of the Deaf and Dumb is formed.

1852

Massachusetts passes the ﬁrst compulsory school law.
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1852

The Pennsylvania Training School for Feeble-Minded Children opens in
Georgetown. In 1859, the school moves to Media, Pennsylvania, and gradually
assumes the name of the school’s founder, physician Alfred L. Elwyn. In 1927,
the name changes to The Elwyn Training School; in 1960, the Elwyn Institute.

1853

The ﬁrst formal meeting of teachers of the blind takes place.

1855

The New York Asylum for Idiots at Syracuse opens; Columbus, Ohio, opens an
institution for feeble-minded people.

1857

The National Education Association (NEA) is formed.

1858

The American Printing House for the Blind is formally established after quite a
time of preparation and agitation.

1859

Charles Darwin publishes On the Origin of the Species.

1864

National Deaf-Mute College is established to train teachers of deaf students.

1865

Francis Galton publishes Hereditary Talent and Character.

1866

Edouard Seguin publishes Idiocy and Its Treatment by the Physiological Method,
which conﬁrms a public attitude of hope and belief in the potential of people with
disabilities.

1867

The Clarke Institution for Deaf-Mutes opens.

1867

A class for deaf children is started in the public-school system of Boston.

1868

The Conference of Superintendents and Principals of American Schools for the
Deaf and Dumb is founded at the urging of Edward Miner Gallaudet.

1869

The Horace Mann Day School for the Deaf in Boston opens.

1869

Francis Galton publishes Hereditary Genius.

1871

An ungraded class is formed in New Haven, Connecticut; Alexander Graham Bell
arrives in Boston.

1871

The American Association of Instructors of the Blind is formally established.

1872

Alexander Graham Bell begins to teach Visible Speech and vocal physiology in
Boston.

1874

The ﬁrst class for truant boys is formed in New York City.
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1875

William Wundt begins mental testing.

1876

The ﬁrst day class for incorrigibles is founded in Cleveland.

1876

The Association of Medical Ofﬁcers of American Institutions for Idiots and
Feeble-Minded Persons is formed (which later, in 1933, becomes the American
Association on Mental Deﬁciency, then the American Association on Mental
Retardation in 1987). In 2006, it becomes the American Association on
Intellectual and Developmental Disabilities.

1877

An “asylum branch” is added at the Pennsylvania Training School for FeebleMinded Children.

1878

The National Conference of Charities and Corrections is established by members
of state boards of charities dedicated to scientiﬁc charity, which includes
institutions for deaf, blind, and mentally retarded students.

1879

Isaac Kerlin uses the term moral imbecility.

1880

The Second International Congress for the Amelioration of the Condition of DeafMutes takes place in Milan.

1880

The National Association for the Deaf is founded.

1883

Detroit establishes an ungraded class for unruly students.

1883

Galton coins the word eugenics.

1884

Alexander Graham Bell presents his Memoir Upon the Formation of a Deaf
Variety of the Human Race.

1884

Alexander Graham Bell coins the term special education.

1884

Formal training for teachers of the blind begins at Columbia University.

1886

The ﬁrst class for the gifted is established in Elizabeth, New Jersey, followed by
an acceleration class in Cambridge, Massachusetts, in 1891.

1887

The terms deaf and dumb and deaf mute are formally discarded.

1888

The New Jersey Home for the Education and Care of Feeble-Minded Children
opens. In 1893, the name changes to the New Jersey Training School for FeebleMinded Boys and Girls at Vineland. (Other variations are found in the literature.)

1890

The American Association to Promote the Teaching of Speech to the Deaf
(AAPTSD) is founded.
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1891

Galton addresses the Seventh International Congress of Hygiene and Demography
and calls for new means of checking fertility.

1892

Chicago establishes a special class for delinquents.

1892

G. Stanley Hall founds the American Psychological Association, and the
association holds its ﬁrst annual meeting in Philadelphia. (Later, John Dewey
would be elected president for one year at the association’s eighth annual
meeting.)

1893

The Children’s Aid Society is formed in Toronto.

1895

Alfred Binet begins publishing on mental measurement.

1896

Clarke Institution for Deaf-Mutes changes its name to the Clarke School for the
Deaf.

1896

Lightner Witmer establishes the Pennsylvania Psychological Clinic at the
University of Pennsylvania, the ﬁrst psychological clinic designed to help
children with learning and behavior problems.

1896

Kraepelin describes dementia praecox (later referred to as schizophrenia).

1897

The Department of Deaf, Blind and Feeble Minded is formed as part of the
National Education Association.

1898

The ﬁrst class for children with mental retardation in Boston is established.

1898

College-based training for teachers of students with mental retardation begins.

1898

The ﬁrst public school Department of Child Study opens in Chicago.

1899

The Snellen chart is introduced.

1899

The ﬁrst public school orthopedic classes for crippled children begin in Chicago.

1899

First U.S. juvenile courts are established.

1900

Wisconsin and Michigan establish laws that allow for the formation of day classes
for deaf children.

1900

The National Committee for Mental Hygiene is established.

1900

The ﬁrst electronic hearing aid device invented by Ferdinand Alt.
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1901

The ﬁrst state inspector of classes for the deaf is appointed by the Wisconsin State
Department of Public Instruction.

1904

The New Jersey Training School at Vineland begins to train teachers of the
mentally retarded.

1904

G. Stanley Hall publishes Adolescence, a major event in the early child study
movement.

1905

M. P. Groszmann, founder and director of the National Association for the Study
and Education of Exceptional Children, ﬁrst uses the word exceptional.

1905

Binet and Simon publish the ﬁrst test of mental ability.

1906

The ﬁrst trained visiting teachers begin working in Boston, Hartford, and New
York; the ﬁrst college program for the preparation of special educators is
established at New York University.

1906

The Eugenics Section (later the Committee on Eugenics), part of the American
Breeders Association, is formed in the United States; the New Jersey Training
School for Feeble-Minded Boys and Girls at Vineland establishes a laboratory
with Henry Goddard as director of research.

1906

Cleveland sets up its ﬁrst public school classes for epileptic children; New York
sets up its ﬁrst classes for “cardiopathics.”

1906

Eugene Blueler identiﬁes autistic behaviors.

1907

Indiana passes the world ‘s ﬁrst compulsory sterilization law.

1908

Sante de Sanctis identiﬁes schizophrenia in children.

1908

The New York Committee for the Prevention of Blindness is founded, which later
becomes the National Society for the Prevention of Blindness.

1908

The Binet scale is revised for the ﬁrst time.

1908

New York City begins a program for children with defective speech.

1908

The ﬁrst child guidance bureau opens in a public school in Boston; an open-air
class opens in Boston.

1909

The ﬁrst compulsory school laws for children with exceptionalities are passed in
the United States.

1909

William Healy establishes the Juvenile Psychopathic Institute in Chicago.
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1910

Chicago, New York, and Buffalo establish their ﬁrst public-school open-air
classes.

1910

Henry Goddard translates the Binet scale for use in North America; the
Dillingham
Commission concludes that immigrants from southern and eastern Europe are
biologically inferior to other immigrants.

1910

Classes for stammerers and other children with speech defects begin in Detroit
and Chicago.

1910

Edward B. Nitchie founds the New York League for the Hard of Hearing.

1911

Jersey City begins its ﬁrst speech therapy classes; New Jersey passes the ﬁrst state
law in special education; Arnold Gesell founds the Child Development clinic at
Yale University.

1911

The second revision of the Binet scale is completed by Binet and Simon; William
Stern coins the term intelligence quotient.

1912

First International Eugenics Congress is held at the University of London.

1912

The American Association of Social Workers is founded; the ﬁrst public school
guidance bureau is founded in Pittsburgh.

1912

The United Kingdom adopts the term mental sub-normality.

1913

Roxbury (Massachusetts), Boston, and Cleveland establish the ﬁrst sight saving
classes for partially sighted children.

1913

The earliest university-based program for teachers of the deaf is founded at the
University of Wisconsin in Milwaukee.

1914

J. E. W. Wallin coins the term special class.

1916

Braille is ofﬁcially adopted in schools in the United States.

1917

Braille is accepted in American schools for the blind.

1917

James Hinshelwood writes Congenital Word-Blindness.

1917

Goddard publishes Ellis Island data; the U.S. Army formulates and uses the Alpha
and Beta tests.

1917

The American Association of Clinical Psychologists is organized by J. E. W.
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Wallin and others.
1917

The Canadian National Institute for the Blind is established.

1918

The Canadian National Committee for Mental Hygiene, an association of
physicians, social workers, and wealthy patrons, is formed.

1919

The American Society for the Hard of Hearing is established.

1920

The term gifted appears in the literature.

1920

The ﬁrst classes for hard of hearing children are formed in Lynn, Massachusetts,
and Rochester, New York; the term mentally retarded is introduced.

1920

Americans begin to ofﬁcially use the term mental retardation.

1922

Lewis Terman begins his longitudinal study on the gifted.

1921

Second International Eugenics Congress is held in New York; the United States
passes the Emergency Quota Act of 1921 that temporarily restricts immigration.

1921

The American Foundation for the Blind is established.

1922

The Council for Exceptional Children is founded.

1922

Harry Laughlin publishes Eugenical Sterilization, the ﬁrst book published in
America on the topic of sterilization.

1924

The U.S. Congress passes the Johnson Act (Immigration Restriction Act).

1924

The American Orthopsychiatric Association is formed to encourage the
dissemination of information on therapeutic and educational work with
emotionally disturbed children.

1924

Audiometric testing begins in the United States; Great Britain initiates testing in
1928.

1926

Samuel Orton begins to publish on strephosymbolia (“twisted symbols”).

1926

The American Association of Psychiatric Social Workers, aligned with psychiatry
and medical practice, is formed.

1928

Seeing-eye dogs for the blind are introduced into the United States.

1929

National Committee on Nursery Education (later the National Association for the
Education of Young Children) holds its ﬁrst national conference in Washington,
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D.C.
1931

The Conference of Superintendents and Principals of American Schools for the
Deaf changes its name to Conference of Executives of American Schools for the
Deaf.

1931

Third International Eugenics Congress is held in New York at the Museum of
Natural History.

1933

The Cuyahoga County Ohio Council for the Retarded Child is established.

1935

Detroit public schools open classes for epileptics.

1936

Blind people are included under the Social Security Act of 1935.

1939

The Seventh International Conference of Geneticists meets in Edinburgh and
issues widely publicized condemnations of eugenics, racism, and Nazi doctrines.

1940

Eugenics Records Ofﬁce at Cold Springs Harbor, New York, is closed.

1940

The White House Conference on Children in a Democracy is held.

1942

The John Tracy Clinic is founded to meet the needs of the parents of young deaf
children.

1942

Council for Exceptional Children becomes a department of the National
Education Association.

1943

The Industrial Rehabilitation Act of 1920 is amended to create the Ofﬁce of
Vocational Rehabilitation, intended to serve both mentally and physically
disabled people.

1943

Leo Kanner describes the autistic syndrome.

1944

Bruno Bettelheim starts the orthogenic school in Chicago.

1946

The American Association for Gifted Children is established.

1950

The National Association for Retarded Children is formed.

1954

The National Association for Gifted Children is established.

1954

Brown v. Board of Education comes before the Supreme Court.

1955

Leonard Kornberg publishes A Class for Disturbed Children, the ﬁrst book to
describe classroom teaching of disturbed children.
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1956

The American Association to Promote the Teaching of Speech to the Deaf
becomes the Alexander Graham Bell Association for the Deaf.

1958

Public Law 85–926 provides grants for training special education personnel.

1962

The President’s Panel on Mental Retardation is convened under the J. F.
Kennedy administration.

1963

Samuel A. Kirk introduces the term learning disabilities.

1963

President Kennedy signs Public Law 88–164, which provides federal funds for
teacher training in the area of emotionally disturbed children and which broadens
earlier legislation (Pub. L. 85–926) to include most children with severe
disabilities; Kennedy announces the formation of the Division of Handicapped
Children and Youth (of which Samuel Kirk becomes director in 1964).

1965

The federal Economic Opportunity Act includes plans for Head Start as a
demonstration program.

1965

The ﬁrst annual conference on the education of emotionally disturbed children is
held at Syracuse University.

1966

President Johnson appoints the President’s Committee on Mental Retardation.

1966

The Bureau of Education for the Handicapped is created in the U.S. Ofﬁce of
Education with James Gallagher as director and Edwin Martin as assistant
director.

1968

The Declaration of General and Special Rights for the Mentally Retarded
international document is issued by the International League of Societies for The
Mentally Handicapped.

1968

The Diagnostic and Statistical Manual of the American Psychiatric Association
offers the ﬁrst description of attention deﬁcit hyperactivity disorder (ADHD).

1974

The Special Projects Act establishes an advocacy ofﬁce titled the Ofﬁce of The
Gifted and Talented.

1975

Public Law 94–142 (Education for All Handicapped Children Act) is enacted.

1983

A Nation at Risk, a report by the National Commission on Excellence in
Education is published.

1984

The term inclusion appears in the special education literature.
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1986

The Regular Education Initiative is proposed by the U.S. Department of
Education; Congress passes Public Law 99–457, the ﬁrst amendment of Public
Law 94–142, which stresses infant and preschool programs.

1990

Congress passes the Individuals With Disabilities Act (Pub. L. 101–336) and the
Individuals With Disabilities Education Act (Pub. L. 101–476).

1991

The Individuals With Disabilities Education Act is amended.

1997

The Individuals With Disabilities Education Act is reauthorized.

2001

Congress passes the No Child Left Behind Act of 2001 (Pub. L. 107–110).

2003

The Human Genome Project is completed.

2004

The Individuals With Disabilities Improvement Act (Pub. L. 108–446) amends
earlier versions of the Individuals With Disabilities Education Act.

Source: Copyright @ 2009. Gallaudet University Press.

265

ATTACHMENT B
IDEA’s Definitions of Disabilities
The IDEA lists 13 separate categories of disabilities under which children may be eligible
for special education and related services. This Attachment presents the 1DEA's
definitions verbatim, as found in §300.7(b)(1)-(13).
(I) Autism
"Autism" means a developmental disability significantly affecting verbal and nonverbal
communication and social interaction, generally evident before age 3, that adversely
affects a child's educational performance. Other characteristics often associated with
autism are engagement in repetitive activities and stereotyped movements, resistance to
environmental change or change in daily routines, and unusual responses to sensory
experiences. The term does not apply if' a child's educational performance is adversely
affected primarily because the child has a serious emotional disturbance, as defined in
paragraph (b)(9) of this section.
(2) Deaf-blindness
"Deaf-blindness" means concomitant hearing and visual impairments, the combination of
which causes such severe communication and other developmental and educational
problems that they cannot be accommodated in special education programs solely for
children with deafness or children with blindness.
(3) Deafness
"Deafness" means a hearing impairment that is so severe that the child is impaired in
processing linguistic information through hearing, with or without amplication, that
adversely affects a child's educational performance.
(4) Hearing impairment
"Hearing impairment" means an impairment in hearing, whether permanent or
fluctuating, that adversely affects a child's educational performance but that is not
included under the definition of deafness in this section.
(5) Mental retardation
"Mental retardation" means significantly sub average general intellectual functioning
existing concurrently with deficits in adaptive behavior and manifested during the
developmental period that adversely affects a child's educational performance.
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(6) Multiple disabilities
"Multiple disabilities" means concomitant impairments (such as mental retardationblindness, mental retardation-orthopedic impairment, etc.), the combination of' which
causes such severe educational problems that they cannot be accommodated in special
education programs solely for one of the impairments. The term does not include dealblindness.
(7) Orthopedic impairment
"Orthopedic impairment" means a severe orthopedic impairment that adversely affects a
child's educational performance. The term includes impairments caused by congenital
anomaly (e.g., clubfoot, absence of some member, etc.), impairments caused by disease
(e.g., poliomyelitis, bone tuberculosis, etc.), and impairments from other causes (e.g.,
cerebral palsy, amputations, and fractures or burns that cause contractures).
(8) Other health impairment
"Other health impairment" means having limited strength, vitality or alertness, due to
chronic or acute health problems such as a heart condition, tuberculosis, rheumatic fever,
nephritis, asthma, sickle cell anemia, hemophilia, epilepsy, lead poisoning, leukemia, or
diabetes that adversely affects a child's educational performance.
(9) Serious emotional disturbance
"Serious emotional disturbance" is defined as follows: (i) The term means a condition
exhibiting one or more of the following characteristics over a long period of time and to a
marked degree that adversely affects a child's educational performance (A) An inability
to learn that cannot be explained by intellectual, sensory, or health factors; B) An
inability to build or maintain satisfactory interpersonal relationships with peers and
teachers; (C) Inappropriate types of behavior or feelings under normal circumstances; (D)
A general pervasive mood of unhappiness or depression; or (E) A tendency to develop
physical symptoms or fears associated with personal or school problems. (ii) The term
includes schizophrenia. The term does not apply to children who are socially
maladjusted, unless it is determined that they have a serious emotional disturbance.
(10) Specific learning disability
"Specific learning disability" means a disorder in one or more of the basic psychological
processes involved in understanding or in using language, spoken or written, that may
manifest itself in an imperfect ability to listen, think, speak, read, write, spell, or to do
mathematical calculations. The term includes such conditions as perceptual disabilities,
brain injury, minimal brain dysfunction, dyslexia, and developmental aphasia. The term
does not apply to children who have learning problems that are primarily the result of
visual, hearing, or motor disabilities, of mental retardation, or emotional disturbance, or
of environmental, cultural, or economic disadvantage.
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(11) Speech or language impairment
"Speech or language impairment" means a communication disorder such as stuttering,
impaired articulation, language impairment, or a voice impairment that adversely affects
a child's educational performance.
(12) Traumatic brain injury
"Traumatic brain injury" means an acquired injury to the brain caused by an external
physical force, resulting in total or partial functional disability or psychosocial
impairment, or both, that adversely affects a child's educational performance. The term
applies to open or closed head injuries resulting in impairments in one or more areas,
such as cognition; language; memory; attention; reasoning; abstract thinking; judgment;
problem-solving; sensory, perceptual, and motor abilities; psychosocial behavior;
physical functions; information processing; and speech. The term does not apply to brain
injuries that are congenital or degenerative, or brain injuries induced by birth trauma.
(13) Visual impairment, including blindness
"Visual impairment including blindness" means an impairment in vision that, even with
correction, adversely affects a child's educational performance. The term includes both
partial sight and blindness.
Note: If a child manifests characteristic of the disability category “autism” after age 3,
that child still could be diagnosed as having "autism" if the criteria in paragraph (b)(l) of
this section are satisfied.
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ATTACHMENT C
The EQ-i Scales and What They Assess
EQ-i SCALES

The EI Competencies and Skills Assessed by Each Scale

Intrapersonal
Self-Regard
Emotional
Self-Awareness
Assertiveness

Self-awareness and self-expression:
To accurately perceive, understand and accept oneself.
To be aware of and understand one’s emotions.

Independence
Self-Actualization

Interpersonal
Empathy
Social Responsibility

To effectively and constructively express one’s emotions
and oneself.
To be self-reliant and free of emotional dependency on
others.
To strive to achieve personal goals and actualize one’s
potential.

Interpersonal
Relationship

Social awareness and interpersonal relationship:
To be aware of and understand how others feel
To identify with one’s social group and cooperate with
others.
To establish mutually satisfying relationships and relate
well with others

Stress Management
Stress Tolerance
Impulse Control

Emotional management and regulation:
To effectively and constructively manage emotions.
To effectively and constructively control emotions.

Adaptability
Reality-Testing

Change management:
To objectively validate one’s feelings and thinking with
external reality.
To adapt and adjust one’s feelings and thinking to new
situations.
To effectively solve problems of a personal and
interpersonal nature.

Flexibility
Problem-Solving

General Mood
Optimism
Happiness

Self-motivation:
To be positive and look at the brighter side of life.
To feel content with oneself, others and life in general.
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